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access to higher education by overseas students/ Bibliographies are . 
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This is the second publication of a programme of study focusing informed 
'©pinion and recijht research findings on the major strategic options likely t to 
. available to higher education institutions and policy-making bodies in the 
1980s and 1990s7^he programme has been made possible' by a generous 
grant from the Leverhfame Trust to the Society for Research into Higher . 
.Education, and is entirely independent of gavernmehtal or other organiza- 
tional pressure. 

The present monograph arises out of a specialist seminar held in June' 
1981 with Sir Adrian Cadbury in the^Chair. I would like to take this 
opportunity of recording my jSersonal thanks td Sir Adrian for his excellent 
chairmanship. -but even more importantly for the. invaluable support and 
^adtfce he has given the programme since its conception. 

The most critical issue currently facing higher dtiucation is the extent to 
which consensual arrangements and assumptions that generally worked well 
• during the long postwar period of expansion tan cope with the much more 
. stringent conditiofis likely to prevail in ihe 1980s and 1990s. Is there 
sufficient common purpose amongst the various institutions and interest 
groups that constitute the .higher education system* to permit the. 
development of viable long-run strategies, or musLhigher education- policy 
increasingly become the outcome of k struggle for survival and* dominance 
among conflicting interests and ideas?. • •* 

- The fundamental question for the present vohungr is tjie extent to which 
something sflnilar to the ^Robbins principle* of basing higher education 
provision on student demand can and should continue to-be the primary „ 
planmng^riterion in the 1980s and 1990s and if so yvhat adaptations to the 
basic principle are necessary. The first report of the series 1 has. suggested 
that forecasts .of manpower needs do not offer a simple^altefnative criterion. 
If this view of the main contender for an alternative*criterion is accepted It 
reinforces the need to re-examine the concept- df student demand in the 
context of the Dkfly conditions of the 1980s and 1990s. • 

*The programme is an experiment in formulajing long-term strategies' 
n^ftTyPakmg intoaccount the best available specialist knowledge about a * 
complex system, the legitimate interests of a wide range" of conflicting 
pressure groups, and v wider public interests as perceived ^y disinterested 

1 lindley, (Editor) (1981) Higher Education and the Labour Market 
Guildford: SRHE. •*"-* * 
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individuals with no direct day-to-day invofvement in higfter education. The 
final recommendations will be the result of an iterative process in which 
proposals are made, then discussed, then revised, then reconsidered. Stage 
one is to commission research reviews by acknowledged experts in various 
specialist areas/Stage two is a* seminar at which others with detailed 
knowledge and experience of the area discuss "these reviews. Stage three is 
publication of the reviews together with a report of the discussion and of the 
policy implications highlighted by it. Stage four is wider debate in the press 
an^ in specially convened conference. Stage five is reconsideration of the 
policy issues in the light of the wider reaction. Stage six is the preparation of 
a final report. A seventh stage is of course hoped for, in which public 
authorities and institutions of higher education will take up the report's 
recommend a tions . 

( Two topics have now reached the third stage: higher education and the " 
labour market (already published); and demand and access (the present 
volume). There will be s\\ otherjn^in areas of inquiry: these are -summarized 



below. 



INSTITUTIONAL ADAPTATION AND CHANGE , 
Whatever measures afe taken 'during the 1980s to relate.the higher education 
system more closely to the needs "of society and to the demands of new 
categories of students, there is a strong probability that before the end of the 
decade there will be some excess capacity. There is already some evidence of 
apparent misn^tch between the patterns of provision and the demand for 
places. Unless some cajeful coordination is undertaken the decline in the 
age groups from 1984 onwards wili^mafce this problem very much worse. At 
the level of individual institutions there will be considerable interest in 
' appropriate strategies for survival and growth; while for the system as a 
whole there needs to be a concern for some measure of rationalization, so 
that any reduction in capacity that'does occur does as little harm as possible 
t to the essential fabric of higher educatiqUg^pingle seminar obviously cannot 
produce a detailed plan for rationalization, institution by institution. 
However, it should be possible to consider and make recommendations about 
the principles which need to be fallowed when the decline in the birthrate 
begins to make itself seriously felt m the late 1980s, 

THE RESEARCH FUNCTION 

Universities are institutions whose function is teaching and research. In * 
pursuing pafity of esteem, many polytechnics have claimed ^qual treatment 
1 with regard to funding for research. However, there is ambiguity concerning 
the relationship that does exist, and that ought to exist, between research 
andueaching in higher education institutions. There is considerable 
"disagreement, for example, about whether in practice research is competitive 
with, or complementary to teaching, in the activities of academic staff. The 
actual and desirable relationship between 'research', 'scholarship' and 



consultancy activities is not at all clear. An unspecified proportion of the 
UGC grant to universities is normally deemed to be for research and 
scholarship. At the same time earmarked funds for scientific research are 
made available through the research councils. Increasingly, universities and 
polytechnics have undertaken contractual research for both public and 
private sector activities. An attempt at rationalizing the public finance of 
research was made by the Rothschild Report in 1971, but its recommen- 
dations have largely been ignored. A careful examination is needed of the 
place and organization of research in higher education institutions. 

THE ROLE OF TIJE ARTS - * \ 

The Robbins Committee, while recognizing that music has a place in the 
universities, was somewhat doubtful about the other 'arts'. Nevertheless, 
many universities have developed courses in .the fine arts and the performing 
arts, while at the same time many arts colleges have come formally within 'the 
compass of higher education. However, the treatment of the arts in higheV 
education has for the mast part remained within the confines of academic 
subject specializations. There have been very few attempts to integrate the 
arts into more general curricula. The aim of this seminar.will be to examine 
. the role of higher education both in providing training .for professional arts 
and performers and in the teaching of the arts as part of our general cultural 
heritage. . 

* I 

THE TEACHING FUNCTION • * 
The largest task of higher education institutions is the teaching of students. 
The scope of this activity ranges from it lining in specific vocational skills to 
the provision of opportunities for self-development in a wide range of general 
analytical and creative activities. Since 1960 there has been a huge increase 
in the curricular content of highereducation; at the same time^considerable 
. attention, has' been devoted to the improvement of ' teaching* particularly 
through the use of new educational technologies. However, with rather few 
exceptions, of which the Open University is the most outstanding example 
there has.bdln little change in the ways in whfth the teaching function has 
bpen carried out. During the 1980s new problems are likely to emerge, 
particularly as a result of the'aging of the stock* ot teachers and the lack of ' 
opportunities for mobility within higher education and ,out of it. The 
existence of a healthy higher education system in the 1990s is likely to depend 
at least as much on the attention that is paid to the content and method^of 
teaching as on external circumstances. This seminar will therefore give 
Consideration to what is taught and how it is taught. It will give rise to two 
published volumes in the present series. 

MECHANISMS OF FINANCE - 

tere are two levels of discussion about financial policy.for higher education 
ich ought to be brought together. The'firsfis consideration of radical < 
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changes in the financial arrangements, such as greater dependence on 
private finance of various kinds and the replacement of student grants by 
loans. The second is about whether the existing financial mechanisms for 
disbursing public funds do in fact ensure an allocation of resources which is 
consistent with public policy objectives. The tension between academic 
freedom and public accountability is one which needs to be kept constantly 
under review. , 

\. 

STRUCTURE AND GOVERNANCE 

The Robbins Report recommended the establishment of what was in effect a 
unitary system of higher education dominated by the universities. Almost 
immediately, -a binary system was established in. which government policy set 
up a competitive sector (the polytechnics) with parity of esteem with the 
universities and financed through the loc^l authorities. Subsequently, largely 
as a result of the reduction in the demand for teachers, man? colleges of 
education have been turned into a third sector purportedly catering for a 
rather different clientele from the second. There is ako, of course, the Opten 
University, and there remain a number of further education colleges, outside 
the polytechnics-, which offer degree-level' work. Furthermore, the forth- 
coming decffne in the size of the age group which normally enters higher 
education is liktly to encourage each category of institution to attempt to 
move into new areas. In the light of this kind of consideration the 
government has pVoposed thfe establishment of a new national body to 
contrbl public sectpr higher education. A careful review of this and other 
options for long-term development is> opportune. \n particular the 
government proposals increase the need for a* careful consideration o£ the 
relationships between the university sector and public sector higher 
education. 

The last of these research-based sen^qars will take place in late summer 
1982. The material produced in the course of debate on their separate topics 
will be brought together at one further seminar. A final report setting out the 
conclusions and policy recommendations of the programme as a whole will 
be published in 1983. ' 

The scfipe of the Leverhulme Programme is very wide. The need for a 
major review of higher education has be6n recognize^ for some time and has 
been given special impetus by the publication during 1980 and 1981 of 
major reports* having strong implications /or its future: those of the 
Committee of Enquiry into the Engineering Profession (Engineering our 
Future)* and the House of Commons Education, Science and Arts Commit- 
tee (The Funding and Organisation of Courses in Higher Education), and the 
recent government Green Paper on the Organization of Public Sector Higher 
Eduction. The House of Commons Committee acknowledges the initiative 
behind the present programme aid in the closing remarks of its report states: 
*We believe that higher education is at a watershed in its development And 
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that the time is ripe for a great national debate 'The present programme-' 

is intended to contribute to .that debate by offering both a structure within 
which the mam issues can be considered and assessment of the evidence on 
whiclh future policy should be based. . <\ 

Gareth Williams 
^ Programme Director 
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FOREWORD 



by Sir Adrian Cadbury ^ s ~ 

i 

i » 

I enjoyed taking part in the di scussi on^ at the SRHE/Djverhulme seminar on 
demand and access and learnnrgn&t deal frpm them. Although I was ndt at 
the seminar to put my views or to represent those of industiy and commerce, 
certain points struqk me as particularly relevant to employers. ThesVconcern 
^rjpt graduate recruitment, which was Qealt with in th&'first seminar\on the 
labour market, but the demand for and access to higher 6ducati&n\as it 
— affects people at work. , m \ / 

* As an employer I am above all conscious of the way in which the talent^ 
-and abilities of people in industry are unden-used. I entirely agree With the 
view that we are- excessively cautious in regard to the capabilities of 
- individuals if given the chance; we undervalue 7 them,?uicl they undervalue 
themselves. Within our, own company we attempt to draw oft this untapped 
* "resource by involving people in tfie,activiti$wqf the business and giving thern^ 
the opportunity to contribute to the w£y it \ievelops. I accept all the 
limitations of this approach in praSfte; but my dir&t contact with employee 
representatives through our participative "system confirms, my view that a 
significant number of people;want to have more of a say in'the decisions 
which directly affect them, and have the capacity to do so effectivefy. As a 
footnote which, also applies to changes in the educational iystem, if an 
institution moves f to a more open and participative style of management it 
will be changed in the process; it is not simply an optional extra. . * 
The second aspect of the employment scene which concerns me is our 
lamentable record of training compared with other European countries. 
Soijie fifty, per cenTof school-leavers take jobs 'which provide no formal 
training whatsoever, when the West Ge^nan figure is more li^five per cent. " 
fhjs is not entirely the fault of employers. From the early 1900s young people 
at Bournville spent a dky a week during term-time at the Day Continuation' 
x Cdlege. This was dropp^l as a condition of employment in the 1960s, partly 
because it did not help recnlitment, partly because of doubts about the value 
* of compulsory further education. My guesses that as a result fewer school- 
leavers upe this kind of opportunity as an entry point into continuing 
f education. \ 

The third point I would make is that there will be major changes in the\ 
way, work in manufacturing industry will be organised within, our time 
-horizon. Fewer people will be employed and more of them will contract to 
work so many hours a year or to carry out particular tasks rather than be 
paid for their attendance at a factory or office; instead of having ancillary 
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services (like computing and design) on our largeNTites, we will be buying 
them in, often from the same people t as before, \xhoNwll be s/lf-employed; 
improved communication system? will cut down on physical movement and 
(Mi .the number who have to congregate at a fixed place for\fixed xime;uhe 
production hours required for a given output will be markedly reduced. It 
> adds up to a combination of rapid technological change andmorfcJeisure (or 
, time spent not working). \ . 

^ If one accepts »the general s?nse of direction of this analysis, it "brings 

together under-used abilities, lack of training and a world of work where \ye 
will not only have more free time but more control over how and when wfex 
take it. This brings me down firmly in favour of stimulating the demand for 
education to provide for missed opportunities and for changes thraigh time 
in the attitudes of individuals towards ^education; education will also have an 
essential role in helping industry itself to cope with the demands of 
technological jphange. As an industrialist, it Seem to me bddly illogical to 

# suppose that a single dose of higher education from" 18 to 21 could inoculate 
you for life. I therefore s'ee fhe employment scene in the years ahead as 
supporting an expansion in educational opportunity, and I believe that a 
rational econcwiic case could be made out for this addition to educational 
provision, although the social case will stand on its own, 

.The conclusion that we shbuld encourage an increase in educational 
demand leads on to the question of access. Here I would concentrate on^e 

• ways into the educational system anfl my objective would be to multiply the 
points of contact between educational institutions and people at work. One 
of the roles of, the Day Continu^tiai College was in providing just that, kind of 
link and the Open University is now making a contribution in this respect. 
Alan Gordpn (Chapter 4) talks of whetting children's appetite at school; and 
Geoffrey Squires (Chapter 5),of the DipHE as an easier first step towards a 
more advanced qualifipation. The aim must be to widen awareness of what is 
available, in the belief that more people would take up what is on offer^if they 
thought it was within their reach in all senses. From this point of view I s 

* ^believe that the location of educational institutions iS vital — where the&are 
is more important than what they are, so we should build on whatever is to 
, hand. Flexible, timetabling trf courses is also an essential encouragement to 
access. Some concern was expressed about fragmentation of the educational 
systemf I am not advocating fragmentation but pluralism. I am sceptical of 
arguments based-on the need for uniformity, common standards and all the 

rest of it fchd in favour of a s much flex ibility and Wal initiative as we cancel 

away with. Above all though, I want to maximize the waysjnto the systepi. 
I accept that my references to educational institutions ''may seem rather 
, cavalier, but nqrlackjrf precision is based on imperfect knowledge, anU 
anyway it giyes 'me a freer hand. My impression is that tfie higher education 
a system as a whole is not geared to meet the demands of pluralism. The 
universities Sire too cut off from life at work to find it easy to respond to the 
V wide range of* needs of mature students spelled out. by Geoffrey • 

Er|c - ' 12 - * - 



Squires (p. 150). They could do more tp nourish their roots in the local 
community and to encourage non-students to use the campus — give them 
access to lectures, recreational facilities, libraries and so on. The main point 
is that, whatever the institution, the structure' and content of courses should 
meet the needs of those who want to benefit from them. This is where the 
sense of the market introduced by Professor Trow (Chapter 3) is so valuable. 
The market will be very diverse and to meet it will require innovative and 
creative thinking on the part of the providers of education. Incidentally there 
must be scope for, innovation in teaching methods, -building on the distance 
learning techniques developed by the Open University and on the work of 
,adult educationalists. ' ^ 

The final point is cm a different issue altogether and it concerns the 
current crfcys over funding. I want'to reinforce strongly the point that full, 
advantage needs to be taken of all opportunities to» bring about change in 
institutions, as they rarely occur. The great difficulty is to persuade people 
that change is necessary; when institutions accept that change is inevitable 
we should make the most of fr. I have had the disagreeable task of running 
dowiv parts of a business, which is not as daunting for a variety of reasons as 
reducing the size of a university. I believe that if y6u involve in its planning 
and implementation those affectedly thfs kind of decision, you will be 
heartened by the constructive nature of^theif response. Going through the 
motions of participation, however, will as effectively unite opposition tb 
change as a decision imposed without consultation. The Jcey is to take as 
positive a view of the ways of'meeting cuts as possible. 

As to the proposals put forward by Oliver Fulton in Chapter 1,.I hope 
that reaction will not be too pessimistic nor too constrained by finance. If the 
moneyjs not available centrally for what we think should be done, we should 
•look for other sources of funds. We need to look ahead twenty years. We tend 
to underestimate people's abilities and we should not make the same mistake 
in underestimating the degree to which the educational system can be 
reshaped if we can win support for our views. 

Adrian Cadbury 

Chairman 
7 August 1981 
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This volume, a product, of the Society for Researchinto Higher Education's 
Leverhulme Programme of Study into the Future of Higher Education, 
originated in the invited seminar which toe* piace at Middleton Hall, 
Oorebridge, Midlothian on 29 Jiine^ 1 July 198r.The book contains seven 
chapters. In Chapter 1 I draw on the seminar papers and discussions to 
analyse the medium- and long-term policy issues concerning the demand for 
and access.by British residents to higher education at undergraduate level, 
'and make a series of recommendations which are- then summarized. The 
remaining chapters are six commissioned papers, earlier versions of which 
were prepared for the Middleton Hall seminar; Chapters 6 and 7, on the" 
special topics of demand for and access to postgraduate courses and demand 
and access by overseas students, are preceded by brief introductions. 
* * 

THE CONTEXT \ * . . * 

The assigned task of this stage of the Programme is to assess probable future 
ijtads in deipand for higher education, to propose medium- and long-term 
policies for responding to or influencing these trends, and to Examine the 
accessibility of higher education to different groups in society — ift other 
words, to undertake a radical reexamination of the basis on which higher 
education should be supplied. The aim of the Programme as a whole is to 
examine the policy issues in a completely xjpen-minded spirit. Nevertheless, 
in mid-1981, three considerations inevitably constrain the mood, if not the 
judgement, of anyone concerned with c demand and access to higher 
education. . 

The first is the long-term trend in demand and acegft.* The 1970s have 
seeif*a sharp reversal in the perceived stilus of higher education in 
achieving the objectives set for it eighteen years ago ,by the Robbins 
Committee. During the 1960s the total demand for higher education raced 
ahead of the Robbins projections (although these had at first been regarded 
as optimistic), until by 1970 it seamed reasonable to expect that for the 
foreseeable fiiture far greater expansion than Robbins hfad proposed would 
be needed to cope with the combination of a rising birthrate anAa-rising rate- 
Qf participation. Since that time the age participation rate, for from rising, * 
has stagnated, then jieclined; and this trend, if continued, will combine with 
. die impending sh^rp fall in the number df 18-year^dds over the next few 
years to imply a substantial contraction in the size of the higher education 
system by the 1990s. So much is clearly stated in the paper prepared by John 



2 ACCESS T0H1GHER EDUCATION , 

Farrant (Chapter 2)^ * * - 

During tne 1970s it also became apparent that the expansion ef higher 
education hastnot of itself led to either of the two main consequences for 
which the* Robbins Committee had hoped. The first of these — economic 
growth resulting from the 'human capital' created through education — was 
the topic of the first volume in this series (Undley, R. (Editor) (1981) Higher 
* Education and the Labour Market Guildford: SRHE) and need not be 
discussed at length. Although that report concludes by giving higher 
education moderately .good marks for its response to economic needs and 
puts at least part pf the-blame for economic -problems on constraints and 
failures elsewhere, there is still no v doubt that the implied promise of 
Robbins, natvely though it may have been interpreted, has not been fulfilled. 
Certainly the economic 'C^se for substantial public finance pf higher 
education can no longer be merely assumed. 

Robbins' other expectation — the achievement of a greater measure of 
social equality — is a central concern of this volume. Here again, the prima 
facie evidence (as discussed by John Farrant (Chapter 2)«and Alan Gordon 
(Chapter 4), indicates that expansion did not result in reduced class 
inequality. The participation of working-claSs students iii universities has 
recently showiva marked decline, and although hard data are lacking for 
public sector higher education, it^seems clear that the polytechnics, at least, 
have not retained all of the attractiveness to working-class children which 
their predecessor colleges had, and for which the originators of the binary 4 
policy had«hoped. Although, .women's participation in university and 
polytechnic courses has increased, there is good reason to believe that this 
development owes more to wider social change than to the expansion of 
opportunities within higher education: and it has been substantially 
* counter-balanced by the sharp decline in the ' supply of places in 
teacher-training courses,* where women comprise the vast" majority of 
students. m < 

To this gradually dawning failure to achieve much of Robbins' hopes the 
' summer of 1981 added the more immediate prospect of enforced contraction. 
The seminar ended cm the eve of the notorious 'UGC letter', in which a 
reduction of 8 per cent in government grant to the universities was translated 
info reduced student targets and proposed staff redundancies — the first 
decline in the supply of places in the memory of any staff flow working in 
universities'. Such a decline (which was intended to be accompanied by 
similar reduction in the public sector) was announced well before the decline 
in student numbers anticipated later in the decade. It has therefore been 
widely interpreted as a repudiation of the 'Robbins principle', that it should 
be government policy to provide places to meet expected demand, and that 
qualified candidates should not be turned away from higher education. 
Recent, government statements have in fact confirmed the view that the 
Robbins principle is no longer considered sacrosanct. 

The third sobering influence was that of the previous seminar, on higher 
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education and the labour market. This had not, perhaps, preempted the 
discussion of demand and access as throughly as might have been feared: 
far from proposing a planning criterion based on labour market' needs to 
replace the Robbins principle, Robert Undley, its convenor, -had concluded 
that any such hope . . is an illusion. It reflects a lack of understanding 
about the way the labour market works' (Undley 1981). Moreover, a system 
Wljerein students react spontaneously to perceived changes in labour market 
conditions and institutions respond to these changes, seems to be at least as 
effective in responding to economic needs as a mote directly 'steered* system 
might be. Thu^the Robbins principle is by no means discredited in advance. 
. But the labour market seminar also passed on the very clear view that the 
demand for higher educaton js strongly influenced by labour market 
conditions; and that it is excessively optimistic to hope for a major expansion 
in the size of the pool of graduates in the face of the uncertainty of likely 
labour market prospects over the next few years. 

None of these considerations was passively accepted by most 
participants in the demand and access seminar. Farrant's conclusion that an 
( absolute decline in demand was to be expected, ceteris paribus, was dis- 
puted. Rpbbins' hopes of economic growth and social equality were analysed, 
argued over, and restated, with the addition of other Ases for higher 
education and with explanations for what went wrong. Th^ Robbins 
principle was defended, and governments attacked. And the primacy of the 
labour market in the minds of 18-year-olds and of older students was also 
hotly disputed. Nevertheless, the discussion took place against a background 
. of public scepticism about the value of higher education, a scepticism whifch 
had its .proponents inside the seminar. 

Press reports of the seminar (Times Higher Education Supplement 
No. 454, nJuly^SOclaimedtodetectayefensiveness'in the discussion. If 
so, the mood was a natural and appropriate response to'the challenge of 
these external events and to the <hard liners' in the seminar who persisted in 
asking awkward questions. As a result, the first part of Chapter 1. is devoted 
to a brief discussion of the economic, social and political value of higher 
education It is emphatically not intended as a comprehensive 'defence' of 
higher education - which would be absurd in a few pages ~ but simply as a 
sketch^f some appropriate lines of argument. Much of the recent discussion 
in Britain has been ridiculously narrowly conceived. Higher education cannot 
and should not be judged solely for its short-run ability to meet $ch criteria 
as can be most easily quantified. All that cahbe dort£ here is to propose some 
aUernative but far from nebulous — criteria which could help to restore 
the balance. ' 

<*What follows in Chapter 1 is a 'personal interpretation' of the issues, 
^awi^orit^e^papers printed here and on the two days of discussion 
Participants will recognize many of their own ideas; many will also disagree 
with some of vvhat follows. Probably none cfcthe recommendations would 
command their unanimous agreement: some might not even be ^eptable to 



4 ACCESS TO HIGHER EDUCATION 

the majority. If so, my defence is that they seem to me to follow naturally 
from, the trend of discussion and the logic of external circumstances. 
Nevertheless, the conclusions and recommendations o( this chapter are my 
responsibility and commi^nftie of the other participants to, them. I am of 
course most grateful for oarticipants' help during the seminar; I thank them 
also, in advance, for thiir toleration of my interpretations/ misiitferpretar 
lions and occasional wilful neglect ex* disagreement. 
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OUTLINE 

This ch^Rtcr isdividfid into three sections. In the light of the economic, social 
and political benefits which higher education is said to confer, theJSrst.poses 
the'fundamental que&tion whether the participation rate in higher eduction 
\ & Britain is, though low by international standards, adequate for our needs* 
Jt is concluded that the participation rate is undesirably low. The» second 
sectioq turns to the more specific problem of how to respond to stagnant 
demand and an 18-year-old population which will shortlyJfcgin to decline. It 
is argued th^t the participation rate is not entirely dependent on factors 
external to higher education. Higher education itself can and should adapt in 
ways which will encourage greater participation. The third section of the 
paper proposes a number of specific policies aimed at increasing demand 
and improving access. In the course of the chapter a series of explicit policy 
recommendations are made, and further recommendations for research and 
information nefeds. These are summarized on pages 36-38. / 

THE ROBfilNS PRINCIPLE AND ITS ASSUMPTIONS ' ' ' 
The 'Rdbbins principle', on which higher education plannin^has been based 
from 1963 until very recently, states that 'courses of higher education should 
Be available taali who are qualified by ability and attainment to pursue them 
and who wishUo do jso/ Apparently forthright and positive, i# strength is, 
paradoxically, largely^aegative (see also Chapter 2, p.45)$ By focusing on~ 
. student demand, itrejects alternative criteria for providing courses, such.as 
the-nqfds^of * the labour market, or the resources available. But if 
uninterpreted, the statement's positive usefulness is weak: It gives little 
guidance in principle oo^the way in wMch planning should respond to 
demand. And it is based on a set of assumptions which are no longer valid. 

One assumption is fundamental. |t seemed in 1963, whether one judged 
by short-term or long-term Historical trends in Britain or by comparison with ' 
other advanced Western societies, that the trend of demiatod for higher 
education was inexorablx upward. The basic policy issue was whether or not 
the supply erf: places should be expanded to meet this naturally 'growing 
demand — and the committee gave a clear answer^Nbw that the growth has 
apparently halted we can see that demand is not autonomous but can itself 
be an object of policy. In other words, the statement that higher education 
shcfold be available to all who wish Jo undertake it disguises the contingent 
nature of such a wish. The demand for higher education depends in part on 
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what kind of higher education is on offer, and on what tern^s. There is 5 of 
course considerable dispute* about the degree of elasticity of demand and v 
•what, if any policies could really increase it. For the moment, the point is 
simply that the JRobbins principle gives no guidance to governments (or 
institutions) as to whether they should attempt'to stimulate or to restrain tfie 
expression of demand; it prescribes only that they respond to, a particular 
type ~~t 'qualified demand' — at whichever level it is expressed. * * ' > 
In the qhanged circumstances of the 1970s and'1980s, policy making for 
the future cannot avoid this issue. We need to ask whether'the present and 
likely future participation rate^safisfjctbry, too high or not high enough. 
The answer^ to this question, which will'fell us whether we should aim to, 
stimulate or to^esfcrain demand, Jogically precedes any questidn about how 
to respond-to demand as expressed. And in order to answer it, we nfca* to ask 
fundamental questions, about the value of higher education in/modern 
Britain. * « 

The discussion which follows tackles this issue directly. It should be 
made clear that it is the participation rate which is our concern when 
discussing the amount of higher education that is desirable, and not the 
number, of students in the system or of graduates produced. The 
participation rate, or the proportion^ persons of a gitfen age who have the 
opportunity to obtain higher education, is the, most useful ^criterion for 
historical and international comparison, and provides the best measure of 
achievement in most of the respects discussed below. It is important to be 
clear about this, since the impending demographic decline t means that even a^ 
quite sizeable increase ovef the npxt fifteen years in the participation rate of 
18-year-olds, or older 'students, does not imply an increase ;in the total 
numbers in higher education (see Chapter 2). ~ 

ASSESSING'THE PARTICIPATION RATE ' * 

• 4 

The Economic Issues , 

It is generally agreed that the theories of the 1950s and 1960s which related 
economic growth to investment in education -were at best over-optimistic. 
• Certainly there has been so far little obvious and direct pay-crff to the 
economy from 'increased expenditure on higher education; and further 
doubts have been rasied by the rise of 'credentialist* theory in sociology and 
economics (Collins i979) -which would assert that increased educational 
expenditure israt best a symptom not a cause of economic growth, and may 
be totally unconnected Jo it. However, the belief that education contributes 
to economic growth is a theory which will not lie down. Even4n the labdfir 
market seminar, attended mainly, it seemed at times, by professional* 
sceptics who knew very well the lack of hard evidence to associate educational 
expenditure with economic growth,, there was a persistent feeling that 
Britain's poor economic performance must be connected somehow with its 
comparatively low production and utilization of highly qualified manpower. 
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•In. the present seminar, economists were in shorter supply, and this 
particular^ground was not gone over again. The «real Weeds of the economy 
are distinctly chimerical, after all, and ft would be over-ambitious even to 
attempt to assess them at present,^ alone predict their nature up to twenty 
years from now (Lindley 1981). On the much narrower front of likely labour 
market trends, however, there was a degree of qualified optimism (from an 
expansionist point of vkw). The evidence, still suggests thatin the, long run' 
the qualification spiral" is irreversible. Once graduates have been forced 
down the labour market in search of new jobs, these jobs continue to recruit 
graduates. In the short run, such jobs may pay less and carry less prestige" 
than more traditional graduate careers - and even in the latter, salaries may ' 
well fall as a result of the temporary over-supply, so helping toxausfTslow- 
o down in the growth of demand for higher education-. 'But in due course 
salary differentials in favour of graduates tend to re-establish themselves and 
provide the impetus for a further wave of expansion (Freeman 1981 for ' 
. evidence from the USA).. Became the graduate labour market, is 
comparatitely, one of fairly free international movement; tin* cycle may 
provide part of the explanation for the almost universal experience v of 
expansion in the 1960s followed by stagnation in the 1970s (Williams 1974) 
It therefore seems reasonable to expertW the prelent stagnation will be 
followed by renewed growth in demand foh«raduate labour; — at a time 
when, in Britain, the pool of young people? of college {fge is declining. Thus 
the warning that thejgraduate labour market might act as a brake on * 
expansion was partly accepted, but also turned on its head in the argument ' 
that it might in due course act-as a powerful accelerator for renewed growth 3 
The labour market Ts not the concern of this volume. But the economic 
accounting of higher education, does not start 'and finish here! One of the 
most powerful and coherent defences of investment in higher education was 
published in 1977 by the Carnegie Council on Policy Studies, in Higher 
Education (Bowen 1977). It used a majof research reVie^ in an attempt to 
enumerate and as far as possible to quantify all the possible benefits, which- 
might accrue to individuals and to societies as. a result of expenditure on 
higher education. Some of; these benefits are highly speculative^ someUn 
only be translated into economic terms with great difficulty - But what 
remain^ is still a formidable list. l «" ■ " 

American evidence reviewed by Bowen suggests that the credentialist 
attack on higher education, is overstated. This" is a" major concern of the 
labour market volume in this series (Lindley 1981) and. need 'not be ' 
discussed at length here. In brief, however, it seems that aside from ' 
specifically job-related skills and knowledge, students can be shown also to * 
gain general skills, capacities and dispositions, which are lasting', and which 
tp a considerable, degree vindicate the practice of many employers 6f 
recruiting 'good' graduates, regardless of course content. There is rto • 
comparable wealth of research on'the outcomes of British higher education- 
the assumpUon of a common 'gold standard' .of degree performance has 
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tended to focus research more on 'comparative success and failure than on » 
"Average levels of achievement. Research of the latter kind isjfclearly needed, 
■ as well as research not so much on employers' behaviour and expectations in 
Recruiting graduates, as *on graduates' subsequent job* performance. 
Conventional -rate of return' studies have not answered all the questions. 

More unexpected, however, are those exftcojpes of liigher education 
which aie;not job-related but still have ecfaomicttwisequences. Bowen's 
review of research reveals a series of benefits from highe^ Education which 
have been under-emphasized of ignored even by the noisiest bf propagandists 
for American colleges and universities. As a result of their general level of 
education (not of health education spedfidlly) American graduates lead 
healthier and longer lives: indeed, it is claimed that Investment in general 
education wOultfbe more effective in reducing mortality than investment in 
improved medical care' (Qrossman 1975, cited in Bowen 1977). As far as the . 
family is concerned, college education appears to lead to 'a perceptible^ 
narnwng of traditional differences between the sexes' (Bowen 1977, p. 190)* 
knd hence, anifcrtfcst other effects, to greater labour force participation by 
women. It leads to later marriage and tomarginally lower dixgrce rates; and 
• to l<jwer and more rational patterns of jertility in which, ifc-is claimed, 
college^educated parents^trade quality for quantity in their total outlays for 
children ''(ibid, p. 194). Most notably, 'one of the most important outcomes of 
higher education, is the favourable effect of parents 'education on th? 
N intelligence and.achievemcnt of children' (ibid, p. 198) — even taking into 
v account the effects of correlates of higher education such as higher income 
levels. It can thus be argued that higher educational investment is subject to 
a 'multiplier' effect over successive generations, There is an obvious analog/ 
to Bourdieu's! (disapproving) claim (1977) that investment in education \ 
constitutes for individual families an accumulation of 'cultural capital', off 
which ^succeeding generations can then live. If this can be distributed more 
widely and more equitably, {he whole society can benefit. . 

The result of Bowen's review of research is a long list (from which I have 
givfen only a small selection) of the apparent benefits of American higher 
education to the economy of the. United States, 4 concluding that in the 
period up to T970 investment in higher education produced a huge net fc 
benefit. Of course there are obvious questions to be 'raised about the * 
applicability of any such findings to British higher education, which ^cannot 
be answered without a careful review of the functions of both higher and 
secondary education in the two societies. What is clear is that any assessment 
of the economic benefits of hightf education which is confined to examining 
conventionally measured rates orceturn is sfcibusly deficient. Certainly no 
economic case can be made for rtetricting'the supply of higher education 
which has not weighed up the widerfactors briefly described above. A similfr 
review is now needed for British higher education. 1^ 
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Research and Information Recommendation 1 

A widerranging review should be undertaken, comparabte to that by Howard 
Bowen for the Carnegie Councils Policy Studies in Higher Education 
(Bowen 1977), of available eyidence on the direct and indirect value of 
investment in British higher education; where primary research evidence is- 
not available, such research should also be*undertaken. 

Before turning to considerations of social policy, two economic 
counter-arguments must be considered. The first concerns available finance. 
Sceptical governments presumablyneed to be convincettyiot only that higher- 
education is a good investment, but that.it is bet*r than alternative 
claimants ofr-public resources. Clearly the evidence isfiaot yet available I 
return to the issue of finance later «m this chapter, and one of the later 
volumes in this series will be devoted to it. For the^homent, all that needs to 
be said is' that this constraint is broadly accepted, though for different 
reasons. The aim of the proposals in this chapter would be to try to increase 
participation without necessarily demanding a greater share of public 
resources in the long term. ^ • a " 

* A second objection concerns the dangers of graduate unemployment, 
which has again been put forward in 1981««s a reason for contracting the 
supply of places. I have already sfrgued that a longer view suggests that thi* 
danger is exaggerated. /Even jb the short run, unemployment rates for 
graduates ate lofer than those for earlier leavers.) The danger of a shortage 
of graduates when economie recovery takes place is at least equally serious; 
and we cannot afford to wait until then to find out, since it would take, a 
minimum of five years to increase the output. In any event, if the'feroad 
economic arguments given- above are correct, it is as true of the 18-21 as it is 
•M the 16-18 age gr„oup, where it is more generally accepted, that it is better 
forrthe state to pay out education and training subsidies than unemployment 
benefit.-,'. 3 . "<■,:■ 



Social and Political Issues 



/ 



The Consequences of Reduced Participation There is a wide range of social 
policy arguments concerning the rate of participation in higher education 
One way into them is4o look first at the arguments forand against a level of 
participation below what exists at present. Participation could presumably 
be reduced in either of two ways: in theory it might be possible to'make 
higher education so unattractive that, demand is further reduced; but in 
practice the simplest method, which has apparently been adopted by tSe 
- present government, is to abandon the Robbins principle and agree to reject 
•quahfied* applicants. Here the jocial argWnt is entirely one-sided. It is 
extremely unlikely that any such contraction can be achieved without adwrse 
effects on such equality of opportunity af now exists. 

There is oficourse disagreement, in higher education policy as well as in 
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social policy in general, about the land of social equality which is desirable: a 
.-strong' concept (Halsey 1972), in which policies are assessed by their 
effectiveness in achieving equality of results* may have costs (for example in 
the necessity of practising positive discrimination at entry) which not 
deveryoneis prepared to pay. But a "weak' concept, of equality of opportunity 
or of treatment, is generally agreed on as a minimum standard to which a , 
democratic society should aim. It should be clearly understood that to 
enforce contraction of higher education below the level which demand would 
justify, will tend to damage equality of opportunity. . " 

Reductions in opportunities will not affect all applicants eqjially: it will 
be "marginal' applicants who will be rejected. One kind of marginality is thai*? 
perceived by individual admissions officials faced with difficult choices. If 
they behave like employers and recruiters in time's of recession, they may be 
tempted to reject the candidates they define as socially marginal: women, 
mature students and others whose cl^im t&adjnission they may see as slightly 
less* legitimate than eighteen-year-old males — future "breadwinners'. 
Moreover, they *will avoid risk when distributing 'scarce resources. 
Candidates with unusual qualifications, anji those from schools or colleges 
with little experience of preparation for higher t education (and this means 
disproportionately those fronf relatively deprived afea§, including n&t only 
working-class children but ethnic minorities) will tend/to be rejectecf M 
favour of safer choices. / - 

Secondly, contraction will encourage institutional, lis well as bureau- ' 
cratic conservatism. Experiments with new "courses, new admissions 
procedures, and so oq will have to compete with established and apparently 
successful arrangements and are likely to lose (see Williams 1981). Everf if 
established^ they will be given less time to prove themselves. Without these 
experiments, "conventional' (that is young, middle-class, tnale) applicants 
arelnost likely to be attracted to apply and will be most likely to succeed (see 
also footnote 6 below). Not only will opportunity be reduced, but demand 
itself will probably decline. After the Wave of new ideas in the 1960s, this 
process may have been partly responsible for the decline in the 1970s in the 
proportion of working-class students. 

Thus a deliberate rejection of th^Robbins principle, implying a refusal 
to mtet qualified demand, would naVe undesirable social consequences 
"Even a policy of nominally retaining the principle while trying to reduce 
demand would have similar consequences, since reductions would have to 
come both from* restrictions on innovation and responjiyeness and from a 
financial squeeze on students. These too are likely to have a disproportionate 
effect # pn marginal candidates. ^ 

However, tht most convinping argument against.restricting access is the 
simplest. The right to education, whether as a means to other goals <3r simply 
as an end in itself, is one of -the rights of citllenship in modern demoa^tic 
societies. It should simply not be conceivable that some citizens^ipQld tie 
WunSj^refused any chance of education, at any level includij£ higher 

25 *.•'•• 



-> . ' PRINCIPLES AND POLICIES 11 



•< education, if they can benefit from it. To set rigid quotas for admission to 
publicly funded higher education, regardless of demand, when there is no 
viable private alternative; would be to do .just this. Fortunately, it'is 
politically qiute unlikely that such a policy could be maintained for long. 5 
The conclusion from this discussion of the likely consequences of a 
contraction in the supply of places below that indicated by the 'qualified' 
demand' for higher education is the following m/w/n^fec'dmmendatio^. 

* - - * r * * 

Policy Recommendation I 

Course? of higher education should (contimte to) be available to all thosewho 
are qualified by attainment to pursue tHem and who wish to do so. * 

Arguments for Increased Participation In the past, the fundamental social 
policy motive for expanding higher education was the search for^ social 
^quality. Just as with economic arguments, that hope was excessively naive 
and has not been attained in the form in which'it was promised. So much is 
flear - although it should not be forgotten that the general increase in 
participation has affected numbers. of the working class too. Class 
differential* 6 have not improved (see Chapter 2) and relative opportunities of 
mobility have not been enhanced.'out still it is now considerably less unusual 
for a cluld of manual workers (skilled manual workers, at least) to attend a 
university .or polytechnic than it was fifty, twenty-five or even fifteen years 
ago. The- sense of exclusion, short oiVsponsorship' via grammar school 
selection and university scholarship, wiTn all the psydflblogical costs which 
.that implied for the suecessful, is probably now less total. But it is. still 
safong, as Gordon documents (QiapteM). Thereis a basic and unacceptable 
l^auity^athe preservation of an expensivVprivileged and privilege- 
c*veyinjr«aucational and social experience for a socially unrepresentative 
elite. • 

ffhe question for us., however,' is whether increased participation will 
lead to wider social representativeness, given its failure to do so in the recent 
past. The short answer is probably no. Expansion of opportunity is at best a 
necessary condition, and certainly not a sufficient one, 'for greater equality of 
access. Expansion on thj; same lines -as in the 1960s would probably not 
attract working-class children ,in disproportionate numbers; but the 
likelihood, as I shall argue shortly, is* that it would probably ^attract 
anyone at all. The* point is that if expansion is to attract a new clientele it 
must be designed to do so, and dot simply consist of more of the same', in the 
nope that other?, previouslyuriattracted, will come. 

But whetb.fr or notsWdents are' equitably recruited, the total level of % 
participation is itself a^roblem. Whatever allowances are made for the level 
of achievement represented by a_degree, for the content of the curriculum 
and its relation to subsequent employment, of for the character of secondary 
education, the British participation rate, in higher education is now very low 
m comparision with taost other advanced industrial countries (Cerych and 
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Colton 1980). Some of the quantifiable benefits which, higher education 
conveys to individual graduates and Jo their society have already been 
discussed. Others include the opportunity for personal self-discovery arid 
development, the development of a sense of responsibility for others, the 
development of politica(and social effectiveness, the 'refinement of taste, 
conduct and manners/ and even the likelihood of greater happiness and 
self-fulfillment (Bowen 1977). If higher education brings all of this, should it 
be confined to so few? Add to this that a society with a higher proportion of 
graduates appears to gain a population which is socially cohesive, more 
committed to the use of reason and argument in the resolution of conflict, 
more respectful of individual differences, and more aware of its culturat#nd 
artistic heritage (Bowen 1977) then higher education becomes not a luxury 
but an irresistible necessity. 

The point can be partly illustrated by re-examining the common fear of 
Hinder-employment' of graduates in jobs previously considered a$ demand- 
ing lower levels of skill and training. If higher education does in fact convey 
even a modest selection of the benefits claimed for it, any category of job is 
likely to change dramatically when graduates are recruited into it for the first 
time. Such changes may include gains in productivity, but will range much 
wid^r. To take one example, the huge increase in graduate recruitment into 
the civil ^service in recent years undoubtedly means that bureaucratic 
functions ' previously performed in a routine, and formalized way are now 
bein$und$rtaken by workers who have been taught to use their imaginations 
and not to yield their judgement entirely to the rulebook. The consequences 
for the internal organization of the civil service may be interesting: but the 
public, especially in client relationships, is likply to be the one to benefit. 
Similar example? could be found in almost any type of employment. 

Thus it can be argued that there are strong social policy grounds for 
increasing participation in higher education and v in doing so, for improving 
access for groups at present under-represented. A.H. Halsey pointed out at 
the seminar that the comparative ineffectiveness of educational expansion in 
improving opportunity in recent years had been masked by the very high rate 
of occupational change wliich had in any case taken place. When that rate 
slows, as it will^educational opportunity will become a vital safety-valve. The 
obverse of that argument is that if higher education continues to be seen as 
small, exclusive and privileged there is likely to be a populist reaction of 
which the first signs are already visible, % - ' 

So far, higher education has been*treated as- a single homogeneous 
activit^It has to be admitted that not all students in all institutions acquire 
all of ine benefits listed above, partly because of personal or institutional 
inadequacies, but partly also because institutions' and courses' aims vary 
widely (Ramsden 1981). Some of the most difficult questions about the 
provision <of higher education, which have been obvious ever since the 
Robbins Report, concern .not the overall size of the system but its shape: 
where and how should higher education be provided? It is impossible in the 
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space available here to answer either the curricular questions or even the 
broad issues of structure or organization which they imply. But it will be a 
central argument of this chapter that the presefit structure and organization 
has reached its limit: if participation is to be increased, higher education will 
have to change. It may be objected that the kinds of change which we 
propose, especially if they result in substantial expansion, would weaken the 
capacity of British higher education to achieve &11 of the benefits now claimed 
for it. It is impossible to answer such a speculation: the present functions of 
the system would undoubtedly be changed by substantial growth in 
. participation (see Trow 1974). But the American evidence cited above was 
* derived from a diversified inass* system with a much higher participation 
rpfiflt is unlikely that all of the benefits would vanish if we began to follow 

I Any proposal to attract new students into higher education needs to face 
two commonplace criticisms. The Sxjst is that no-one else wants higher 
education, antf the second that no-one else is clever enough to benefit from it. 
The first of these is often presented as too obvious to need discussion. The 
age participation rate has not reached anywhere near the kSvk forecast in the 
early 1970s, has begun to decline, and looks unlikely tfeii* dramatically- 
(Chapter 2); and the remarkable growth in overseas stiment numbers (see * 
Chapter 6) is evidence of excess capacity at present: places have been 
availablebut unused. But all that this tells us is that the existing product, at 
Us current price (in entry standards as well as economic costs) has not 
attracted new custodiers — which is not at all to say that there is no 
unsatisfied demand of any kind. Contrary evidence is provided by surveys of 
school-leavers, showing that a much larger number of 15-year-oids (of the 
order of 30 per cent: see Fulton and Gordon 1979) aspire to higher education 
than eventually participate in it (see alsa Gordon in Chapter 4); or by the 
experiences . of^ urban communities in the United States in which 
participation has doubled in a year after opening a new community college 
(Trow in Chapter 3); or by the successful 'gamble' of the Open University 
which has found 50,000 applicants a year for ten years now (Squires in 
Chapter 5). The seminar learned too that higher education is looked to even 
by deprived members of ethnic minorities as a vital social institution which 
could provide them with a lifeline — a responsibility of which most 
institutions in Britain are completely unaware. This is in sharp contrast to 
the reaction of universities and colleges in the United States whi§Tfikvef 
made great efforts to welcome ethnic minorities by special admission 
programmes and by encouraging studies of minority culture and history. 
There are, in fact, many reasons to believe that ? different kind of higher 
education could find a large pool of aspiring students. 

The objection that the *pool of ability* has been exhausted k even more 
directly contradicted by research. It is true that the 'pod' d| 'qualified 
leavers* — those who have achieved two 'A* level passes, in tm Robbins 
interpretation — is limited, and that higher education cannot hope to recruit 
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mjtny more students if it insists on this qualification* for most of its entrants 
while the numbers achieving it in secondary education are stagnant. But 
there is no question at all that (leaving the adult population entirely aside) 
the number of young people intrinsically capable of benefiting from higher 
ucation far exceeds the number who at p re s e nt d o so. ~ ^ 
A large-scale survey of fifteen-year-olds inil977 found that, whereas 70 
per cent*of boys of high measured verbal ability intended to enter higher 
education if their fathers held non-manuil occupations, the proportion of 
^highly able' sons of manual workers was almost exactly half, at 36 per cent: 
comparable figures for girls were 61 per cent (non-manual) and 38 per cent 
(manual) (Fulton and Gordon 1979). :Corisidering that some middle-class 
childrfen of quite moderate measured verbal ability levels succeed in entering 
highSr education, it is safe to assert that even a doubling of the proportion of 
the age group who attend higher education need have no adverse effect on 
average levels of ability (see also Chapter 4/pp. 123-6). The argument put 
forward so forcefully by the Robbins Committee and by Douglas (1964) that 
this untapped pod constitutes not only a social injustice but also a severe 
wastage of scarce talent which the nation can ill afford is still entirely valid* 
•The result of this review of arguments on the level of participation in 
higher education is 'the following recommendation 

Policy Recommendation 2 

It should be the aim of government and of higher education institutions to 
achieve a substantial increase in the participation rate in higher education. 

* 1 

Practical Implications in the Face of Stagnant Demand and Future 
Demographic Decline In Chapter 2, John FarranY combines the evidence of > 
recent trends in demand with the. future size of the 18-year-old age group to 
outline\the iiSmediate problem feeing policy makeirs. He concludes that *. . . , 
within the limits of policy initiatives likely to be taken by either the. present; 
Government or its.successor, there is little prospect of averting a declitfe in 
the total size of the higher education system by 1990' (p>64 below). If this is 
indeed the case, the'fiiture for higher education for many years will be a 
continuation of the present exercise of contraction. Such a prospect was no 
« more palatable to members of the 9 seminar than it is proving to be to 
employees, of higher education at large,* and an kttack was mounted on it 
from several directions. 

" Most of the lines far such an attack have already been hinted at. 
Economic explanations of demand, while leading somg people to pessimism, 
encouraged others to expect cyclical recovery to a higher plateau, after the 
labour market had adjusted to new uses for graduates. Others questioned the 
primacy of economic models and pointed to the counter-evidence of, for 
example^ the growth in women's participation, or of sharp regional 
variations, neither of which can be Tully explained by ecdhomic theories, 7 to 
the key roles of lower and upper-secondary education in creating. or stifling 
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ideational aspirations, and to a series of other potential agents of change 
The convincing evidence of a substantial pool of ability means that whatever 
its prophetic accuracy no-one concerned with higher education should be 
content that FarrantV forecast comes about by^mere default. Nevertheless 
there was a general, if reluctant, agreement that short of new policy 
initiatives, the forecast of contraction treasonable. It is a commonplace that 
any detailed forecast may not - indeed wi« not - be fulfilled as it stands- 
formulatio? pred,ctlon is the appropriate starting point for policy 

The key question then is whether the 'likely . . . policy initiatives of 
this Government or its successor' are as immutable (or doomed to be as ineff- 
ectual) as this forecast implies. In immediate terms, the choice for higher . 
education policy makers is not the theoretical choice posed and answered in 
the first part of this chapter - namely* what is the desirable level of 
participation; but the practical one of how fd respond to the present prospect ' 
of contracuon Here^hoice is threefold: (i) to follow the graph of demand 

?£2J?,«k w-J? t0 mtia P** ^. 35 present government policy 
appears to be); ,(11) tocontinue on a level course in the hope that students will 
turn up; or (111) to change direction and try some 'unlikely' policy initiatives 
The present political battle seems to be confined to the first two 
^ternatives. The natural tendency of Wgher education institutions 
especially ofthe universities, is to favour option^) and choose inaction! 
They argue that contraction will be painful and damaging and can usually be - 

vfiSM cost A m0re ^ han the Ukely short - run there is always enough 

1 Ji MuK forecasts t0 i^tify a little* longer delay; and, if things do 
go badly, wrong the universities at least can pick up extra students at the 
expense of public sector higher education. 

Governments, however, of whatever political complexion, will undoub- 
tedly choose option (,) if option (ii) is the only alternative. Policies are always ' 
based on likelihood, not certainties. The immediate cost of contraction may 
be high; but it is unreasonable to incur the certain short-run cost of empty 
P ,n^i m , - qU,te l" ncertain "OP* of future benefits. The recent history of 
central planning of higher education numbers is one of regularly undershot 
Urge* 1 (Wd hams 1974) The re was even a three per cenf decline 2 
.numbers entering in 1980 from the forecasts late as 1978 (DES 1978 
Central Projection). When decline does occur the prospect of universities" 
•poaching from the local authority sector will not bePpoliticaUy tolerable If 
these two options are the only alternatives, -.contraction in both sectors is 
likely — under any government. 

on m H^ t ^ i^ • C i•? pti0n, 5 a real change of direction, has much more to 
commend it if it can achieve an increase in participation in line with Policy 
Recommendation 2. It has the considerable advantage. of making use of 
the substantia^ resource built up in the British system of higher education, 
rather than al owing it to be dissipated. This is an argument which should ' 
commend itself to those policy makers and administrators responsible for 
O 
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building up tUc resource over the past twenty years. But they will need to be 
convinced that new and deserving students can be found. Simply hoping for a 
miraculous upturn, or embarking on a frantic search for Svarm bodies' like 
some American'colleges and universities (see Chapter 3) are tactics which are 
uhlikely to be approvedrby higher education's paymasters. 

The question then is what kind of policies can help to increase 
participation. It is often said that most young people make their decision 
whether or not to aim for higher education before they reach the minimum 
school-leaving age. This is perfectly true of those who decide firmly against 
it; it is very difficult for anyone who has left full-time education for work,* or 
embarked on a non-'A' level, course, to change direction back towards 
qualifying for higher education. But it does not Mow from this, as iibften 
asserted, that their decision is influenced only by the schools. It is true, as 
Gordon shows in Chapter 4, that many young people leave school at sixteen 
because they resent the non-adult status of full-time pupils or students, or 
dislike academic study, or are not attracted by the particular options 
available to them. It is therefore quite likely that different practices and 
different opportunities, in either lower or upper-secondary education or 
both, might increase the attractiveness of staying on for an 'A' level course 
and so increase the pool of 'qualified' applicants from which higher 
education at present draws. But such proposals are not the primary concern 
of this volume: they should develop out of a general scrutiny of the aims of 
secondary education, of which qualifying for higher education is only one 
part — and not necessarily the most important. * 

We are concerned here with ways in which higher education itself might 
become more attractive and more receptive. I shall argue that the evidence 

4 provided by Trow, Gordon arid Squires in Chapters 3-5 suggests a wide range 
of possibilities. In any case, we should -not lose sight of the political 
dimension. 'Higher education institutions and their staff can 'easily be 
accused of self-interest when they arguethat they should be protected* from 
the prospect of contraction. They will carry .much more convictiop if they 
accept some of .the responsibility for their present limited attractiveness and 
show that they are prepared to make substantial changes in their behaviour, 
rather than continuing as before and expecting other institutions to adapt to 

* their needs. ' 

Thus our choice among the options listed above is the third: to try new 
policy initiatives to increase participation from among those who are not at 
present attracted, or accepted, by higher education. And a major element in 
these initiatives must involve changes in higher education itself. 

Policy Recommendation 3 

In response to the likely decline in demand from its traditional clientele, the 
British higher education system should be encouraged to adapt in order to 
increase participation rates. 
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Despite the power of Government purse^lffngs, higher education is 
relatively autonomous and democratic; autonomous-democratic institutions 
. require convincing evidence if they are to change 'direction. It will be 
particularly important in the next few years to ensure, a flow of relevant 
♦ ™°nnation for wide distribution and discussion. The volumes'of Statistics of 
Education have their critics; but the present government's decision to 
abandon- their publication in their present from is ominous, although the 
University Grants Committee will continue to publish statistics for 
universities previously contained in Volume 6. Thereis certainly a need, not 
covered by any presentSnublication, for good data on demand and access to 
the public sector of higher education. 
> 

Research and Information Recommendation 2 . • 

(a) The collection and dissemination of information on demand for and 
access to higher, education should be maintained and where possible 
enhanced informs accessible to the widest possible audience 

(b) The collection of information dn access to public sector higher education 
in particular should be improved at least to a level comparable with thai 
on access to universities, if necessary by specially commissioned 
resMtfch. >. 

(C) "tP™ ' Brow "' an d 'Grey' papers (DES 1978 and 

1979) and DES Statistical Bulletin 12/80 are especially useful and, 
™c i P ublished at re S u,ar intervals as early as practicable. The 
DES should explore the possibility of providing direct access for 
l u ™fi e ° s P ecial ists to the relevant computer tapes, possibly through the 
bSRC Survey Archive. 

RECONSTRUCTING THE ROBBINS PRINCIPLE " * \ 
One way to divide up the policy issues is to re-examine tnV^arious 
components of the Robbins principle. The principle contained'five elements 
each which needs an operational interpretation. Thus: 

'Courses of higher education*: the supply of courses 

•Should be available': the Robbins principle 

To all': access issues 

'Who are qualified by ability and attainment to pursue them'- 
preparation, qualification and admission 

'And who wish to do so': the demand for places 
To these should be added a sixth policy principle, thai enunciated by the 
Anderson Committee of 1962: the principle that subject io residence and 
other .relatively minor reservations of eligibility, all students on full-time 
degree or equivalent' courses should receive a means-tested, maintenance 
grant and (as it now stands) the -full amount of their fees. Finance is the 
sixth key element in reconstructing policy. 

4 . ?°J ne of these elements have- been discussed already. The Robbins 
principle in its original limited interpretation as applying to those with two 

9 - . ^ 
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'A' levels has been re-affirmed as a minimal recommendation (Policy 
Recommendation 1). The demand for places and appropriate responses to it 
have been discussed in general terms in Recommendations 2 and 3. In the 
sections which follow I look in turn at the other four areas: the supply of 
courses, preparation, qualification and admission, finance and access. 

► • * 

The Supply of Courses' 

In general, official policy has until very recently be$n that an adequate 
supply of placps in higher education should be provided to meet the demand 
froni those with two 'A 1 levels. But there is nothing in this policy to say what 
kinds of places are provided. No government could be exj>ected to arrange an 
indefinite expansion : of high-cost subjects such as medicine or technology if 
demand were to increase dram|ticallyand persistently. In fact the Robbins 
principle has nev§r been taken as implying any attempt at one-for-one 
provision of Subject p&ces in line with applications whatever their 
fluctuations .-(Chapter 2 shows persistent differences — though also some 
sharp changes — in competition rates for different subjects.) The 'question is 
whether there may be a latent demand from potential applicants who cannot 
find the course th?y would like, or are excluded from it, and *o*from higher 
education altogether, by highly competitive entry requirements. Would new 
courses attract new students? 

The evidence is suggestive but not conclusive. On the one hand, there is 
some flexibility: candidates who fail to obtain medical school plactf seem to 
settle for related subjects such as pharmacy, or for other fields still further 
from their original choice; and certainlyjwmdidates who fail to, get into 
universities go to polytechnics and elsewhere (Fidler 1979). These apparent 
mismatches between supply ^nd original demand do not seem to force out of , 
British higher education, many candidates who have begun the process of 
searching for a place .(overseas, or directly into employment). 

But there is a larger case to answer, preferred above to the primary 
pieces of evidence for unsatisfied demand — the pool of untapped ability and 
the ambitions, however naive, of fifteen-year-olds. To what extent is the 
supply of courses responsible for the fall-off Qf able or ambitious school- 
children who do not even take 'A' level courses? Part ofiKe blame for the low 
and stagnant participation rate can be ascribed to the rigidities of the British 
higher education system, with its choice of a high-standard, high-cost, three- 
year full-time, heavily subsidized degree> a part-tiqie variant whose lower 
fees scarcely compensate the student for years of effort (and no maintenance 
grant)/or practicallHnothing. 

In Chapter 3, Martin flYow identifies the British dilemma* that the 
insistence^ Nothing but the best', for every studfent carries' with it the^price 
associated with N 41ite* quality. This quality, he argues, is exemplified in all 
the elements we have just identified: not only high qumty (of teaching and of 
graduate output) tjuualso a 'collegiate* model implying a preference for ' 
full-time study, restricWlMmksion, high cost per student, socially biased 
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access, and low demand. He also warns that these elements are 
interconnected in such a way that they cannot necessarily be altered 
piecemeal. Nevertheless, the lure of structural reform is too strong to resist, 
and the seminar was tempted by a number of, proposals. Most of them have* 
merit a priori: there are obvious attractions in '2 + 2' schemes for higher 
education (eg Pippard 1969;, Bragg 1980) in which-a student spends the first* 
two years in a broad, general course, and the second two in more specialized 
vocational study, perhaps after further selection 8 — or for that matter in 
similar schemes onydifferent.timetable: '1 + 3Vor «1 + 2', and so on. The 
Scottish variant + 1 (three years for an Ordinary degree and an extra 
year for Honours? — attracted considerable favourable comment, with its 
added attraction, from any student's- point of view, that Scottish pupils can 
obtain their entry qualifications and go on to higher education after only one 
year in the school sixth form. The fact that Scotland has a somewhat higher 
participation rate than England and Wales (Chapter 2) led to considerable 
speculation about whether its degree structure was the main inducement. 
(There are however other factors 'which probably contribute to Scotland's 
participation rate: the economic, with the extra year and the early start 
.increasing the rate of return; the admissions-related, with five Scottish 
'Higher* grades instead of two or three 'A' levels; and the cultural.) 

However, it is extremely difficult to choose between alternative, 
apparently attractive schemes for reshaping', the map of learning. Sober - 
voices warned against major structural change. The problem is that the 
present rigid structure of control, through student finance as well as course 
approval and validation, the 'gold standard' of Honours degrees, and 
institutional finance, makes experiments of this kind nearly impossible for 
single institutions to undertake on their own. The position of the DipHE as 
the single structural innovation of the past ten years attests tdjhis. As a 
result, any test of restructuring would need to be on an alarmingly large 
scale, and the British evidence is not yet there to justify it, despite suggestions 
from experience overseas. It is certainly too early for a central decision on a 
major change of this kind: the financial cost alone of structural change on 
such a scale could be prohibitively high unless for large' and guaranteed 
benefits. Finally, some non-British participantsm the seminar began to 
draw back m alarm, pointing out that many countries actually still admire 
and envy the- present structure of British higher education. Some overseas 
experience, especially in Europe', suggests that our success in expanding elite 
higher education should not be thrown away lightly. 

But if major structural reforms are premature, it is still easy to suggest^ 
needs which are not met by the^ present range of courses, A number of 
proposals were made* at the seminar, mainly conperned with alternative 
modes of study. For example, it was suggested that' the opportunity to 
fonjtruct one's own programme combining periods of full-time study 
part-time study, and work, might meet the needs of order students and 
perhaps tempt some of them gently back into education. At a minimum* 
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they fnight be given a wider choice of mixed mode or sandwich courses. One 
can also imagine new ■ auricular needs: the growth jn the number* 6f , 
•sixth-formers taking combinations of science and non-science 'A' levels 
suggests a great potential for similar interdisciplinary courses at degree level, 
as w£tf as for science-based but less specialized courses, of which only a few 
are now available — courses which use a scientific discipline primarily as the t 

, basis for general educational development rather than a$ specifically 
vocational training. ; v^" . ^ 

The conclusion, then, must be that rather than a wholesale ana&Slttmlly ^ 
dictated reform of existing opportunities, what is needed is far greater 
diversity and freedom to experiment. The case for diversity has been argued 
before, and well summed up in a recent article by Silver (1980). Once again, 
we return to the rigidities of the present system/ and what Silver^ ai\jl others 
have described as its domination by the values of the university sector. So 
long as single-subject three-year Honours graduates are what high prestige 
universities provide, they f will be what employers prefer to recruit, and 
schools prefer to prepare for.. The high status and high competition Irates Qf 
this kind of university course deyalijte £fiy alternatives and in feet create a 
vicious circle whereby their prestige 3£self-perpetuating. 10 Without central 
intervention, can the circle be broken? If successful universities do not 
change of their own wilt (and why should they 1 ?) the only leverage can*be in 
the markets 'at entry or exit "from higher education. Lindley (1981) makes 
proposals for finer discrimination by employers at exitjour point of attack 
must be at entry. What is proposed is tb after the currency in thiS market. At 
present we have a market in academic qualifications, primarily 'A' levels. 
There are, as I shall argue, other good reasons for trying tp weaken their 
dominance by adding or substituting othjr types of qualification.TJut we can 
also add a new currency, that of finance. By giving greater financial leyerage 
to the student and widening the range of* acceptable qualifications,, 

, institutions may be persuaded to adapt more really to new needs. 

Market mechanisms are untidy and unpredictable. Taken to the 
extremes coppetitioir they can produce highly unattractive results of 
which Tftiw (Chapter 3) suggests a few. But the fear which is most commonly 
expressed is that of a demeaning hierarchy, whereby institutions (and their 
graduates) are regarded as inferior, not because of real differences in quality, 
but because of the accident of their market position, determined by a 
combination of mythology, ancient history, and the devious manoeuvres of 
an 0 '61itist ; establishment of dons, largely no doubt to be found in the more 
ancient universities. Whether justified or not, it is a real fear, and the slogan 
of 'nothing bht the best' which Trow coins for Britain, 'exemplified in the 
objectives of •parity of esteem' of the binary policy, ahd of the ''gold standard' 
of degrees niair tained by the CNAAand the external examinihg system, has 
th6 honourable aim of circumventing it. " *• 

^ Thesa^ /ract, however, is that these objective^ have never been fully . 
achieved, injthe eyes of intending students and of employers there is already 
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a hierarchy. The marktf'is subjecuo central controls, but these controls tend 
to serve 'the interests qf long-established market leaders and perpetuate 
existing pa tterns. An$rmovement to reflect changing value is restricted. The 
choice for the future, therefore, is not so much between enforced conformity 
and Mnerarchical diversity, as Silver puts it, but between 9 a possible . 
hierarchical diversity and the present enforced and unresponsive hierarchy. 

There are envious temptations for policymakers to keep their controls. 
A fully fledged rtiarket system would mean that centraf government is bound 
to pay whatever price is needed, however high participation goes. Indeed, the 
price per head is-increased, since at preSenfthe supply of places can in theory 
be matched accurately to demand, whereas the market implies an oversupply 
of places: without threat of a ^hortfalk and the attraction of advantages 
from extra recruitment, institutions would have no need to experiment. It 
would be hard, too, tb dismantle the present cgnti&s over course content, 
and to accept that the hidden hand of student c cfiWc%can. assess national 
needs^ better than the accumulated wisdom of policy making. Freedom to 
experiment -will mean freedom* to make mistakes. As wife be seen, we are not 
proposing a full market system -on the American model; feveft so, the case will 
nefcd to be made and demonstrated that reduced central contfol does lead to 
greater participation, and that greater participation brings advantages to 
^outweigh the dangers. + 

If this case is accepted in principle, there may stiir be resistence 'fo 
applying it throughout the system. Should we risk unleashing market forces 
on evpry institution? The universities might continued they are, pursuing 
exdHlence* and subject to long-term planning, while public sector 
institutions fight the battle for new students. The disadvantage* of such a 
policy, however, are not hard to see. First, fay universities should be content 
withit, since it implies concentrating on performing the traditional role for a 
steadily dwindling number of traditional Students. Nor, : in any case, should 
the public sector be expected to carry all the risks of experimentation. ; 

Butanore importantly, such a response would not have the desired effect 
of increasing total demand or improving access. In Chapter 2, Martin Trow 
offers an alternative slogan — Something is better than nothing' — to 
replace ^nothingbut the best' /Whatever that 'something' may be, it should 
not be rigidly separated from the best'. In particular, entry qualification? 
should differ only in degree, not iij kind. Otherwise, the consequence of 
preserving an 61ite, competitive andjhigh-entry-standard sector of univek 
sities, while encouraging other institutions to change drastically, would be to 
push streaming back, even further down the secondary school. The divisive 
choices of 'academic* 'O' and 'A' levels or 'non-academic' alternatives would 
^ be perpetuated; students taking^on-academic' courses would know that 
they wpuld only qualify for 'second best' higher education. As at present, 
many would 'dioose not to compete. Such a policy would ofcourse also* 
continue to ex$rt the present social class bias. : 

- What is bang proposed is quite limited: not necessarily (and certainly 
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not in the short or medium term) a grand merging and restructuring of 
higher education into 'comprehensive' institutions. There will inevitably 
continue to be a different role for universities^ but the difference should be 
marked, as in countries with higher participation rates, more by universities' 
emphasis on research and postgraduate work than by a distinctive 
contribution fo, and exclusive selectidA for, undergraduate teaching. 

£)But if there- is jtobe no sharp dividing line between the universities and 
the public sector, tBe^ame logic should apply aj, the present lower boundary 
of 'advanced'iurther education. The biggest achievement of the past fifteen 
years has been the promotion (in both senses of the term) of institutions in 
the public sector — the polytechnics into academically ^espe ctable', indeed 
often distinguished degree-granting bodies, and the ralegSPind institutes of 
higher education into multi-purpose institutions, with the commitment to 
two- 'A' level entry to teacher training as a symbol of their high standards. 
The effect, however, has been to increase the social as well as academic 
selectivity of the public sector (see Chapter 2) and to leave the. rest of 
advanced and non-advanced farther education as a very poor relation outside 
these institutions. * — % 

The distinction between 'advanced* and 'norf-advanced' courses now has 
qiuch more to do with administrative convenience (for resource allocation to 
institutions, courses, staff salaries and*stud^nt grants) than it does with 
academic quality or. level. The aim should be to create a much more flexible 
ancl porouS^tetwork of courses and institutions throughout public sector 
Jiigher and further education; indeed, rationality suggests that all of farther 
education should eventually be governed by the same regulations and % 
conditions as higher education, .and ipdeed that 'farther* education should 
begin at the minimum school-leaving age. Certainly,. policies for access and 
demand should nor differ between the non-advanced and advanced sectors. 

Policy Recommendation 4 

The same/vroafl pringiples of response to derhand and provision for access 
should dpply to universities* to public sector higher education and to non-. 
advanced Jurther education. The sharp administrative and academic 
distinction between 'advanced' and 'non-advanced* courses should be 
dbahdonedi 

Selection and Admission Poliqu& 

First Admission Discussiort of admission policies in higher education is 
frequently less clear than it might be. In particular, the aims which policies 
and procedures are intended to serve are too often taken for granted. The 
bobbins criterion 'qualified by. ability and attainment' implies 51 competitive 
meritocratic entry system based on the attainment of standard qualifications, 
and was certainly interpretea by the Committee itself in that light. However, 
this aim can be attacked on three levels. 

37 ' ■ \ . 
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The first and commonest attack is to point out that 'A' levels are only 
moderately correlated with degree results, fljflule true, this claim'blurs the 
fact that there is a quite reasonable correlation in some subjects, notably the ' 
sciences, languages and mathematics, and a very low one in many others.) 
This suggests that large* shifts in the 'A' level -entry threshold would only * 
produce comparatively small changes in the end result, in termslof degree 
class distributions. If so, depending on the taste of the critic, the selection 
system eithef is basically indefensible, since it results in a large number of 
inequitable mis-selections (similar criticisms are made of 11-plus selection) 
or needs improving by the use of alternative predictors. The difficulty with 
the first position is the quite satisfactory correlation in some subjects- the 
second founders on the difficulty of finding suitable. alternatives. " 

A more radical line of criticism points out that the primary aim of higher 
education should be actually to create merit, arid not merely to certify or to 
process those who already possess it. What matters, in other words," is the 
quality of graduate output and not that of the intake. Indeed, as institutions 
with comparatively low entry requirements are fond of asserting, there is 
more merit m achieving a high proportion of 'good' degree-classes (firsts and 
upper seconds) from a poor intake than from a highly selected one. (There is; 
however, a certain hypocrisy in some such institutions which nevertheless- 
persist m trying to, raise the 'A' level stendard 3f their recruits.) The aim of 
these critics is still to select students who will have the best results at the end 
of their course., But at least the net is cast wider; if necessary, speciaT 
teaching methods or preparatory programmes can be used to bring out the 
best m ill-equipped entrants^" 

The third Tne of attack, however,, questions the idea even of a 
: meritocratic output. In its original form, this" is a quite .traditionalist 
posiuon, for example, justifying the search for a 'balanced* entry in Oxford ' 
and Cambridge colleges, so as to include those with talents such as for sport 
v or debating, and criticizing the values of a 'forcing-house for scholarly talent 
at the expense of the other benefits of education. It has fallen into some dis- 
repute^not from its assumptions but because it can'too easily be used as a 
• cover for favouritism. Nevertheless, it serves to remind us of the multiple ' - 
purposes, of higher education; and, it can also lead perfectly logically to 
positive discrimination in favour of the underprivileged or those previously 
discriminated against. The aim of a socially and ethnically more equal 
society is not something with which higher education need be unconcerned ' 

All of these positions are fairly widely held in higher education, although 
in universities at least it is largely the advocates of 'A' levels, or of 
- improvements to or replacements for them, who dominate policy. It is surely 
time, here as elsewhere, not to abandon meritocracy and the search for high l 
standards, but to accept a plurality of goals for higher education. 

There are good reasons for not abolishing the ability to admit through 
standardized criteria such as GCE 'A' level or its 'equivalents 5 . These criteria' 
have obvious advantages to admissions officers on ,orie hand and schools on 
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^the other: they are a standard cult ency, and it is not easy to operate a packet 
system, however restricted and imperfect, without the use of ( money. Despite 
schools' frequent complaints about the tyranny' of the 'A' level syllabus,' it 
provides a useful degree of predictability on which sensible advice can Jbe 
given to potential applicants, and an incentive for academic work -in late 
adolescence. This.is not at all to argue for the retention of 'A* levels in their 
present form — merely for a broadly similar type of examination. To attempt 
to do away with the present examination entry system would provoke 

* enormous hostility in schools and in those academic disciplines in higher ^ 
education for which 'A* levels provide a genuinely useful guide to future 
performance, as the interminable debate about their replacement shows. In 
any case, there is nothing to suggest that any of the proposed alternatives 
(such as aptitude tests), if simply substituted for 'A* levels, would improve 
the 'accuracy* or legitimacy of selection (Choppin et al. 1973; Entwistle and 
Wilson 1977). 

Secondly, possibly the chief attraction of the 'A* level, criterion to the 
Rdbbins Committee was its usefulness as a planning device. Without a 
standardized criterion, either of achievement or of aptitude, as in the United 
States, much of ^he-detailed information we now possess on the demand for 
higher education would be lost, as a glance at the kind of data presented in 
Chapter 2 will show. It would be extremely difficult to monitor opportunities 
for access and ehsure that demand is satisfied if there were no national 
examination system. 

At the same time, there no good reason why 'A' levels or their 
equivalent should continue to be The only permissible route (as, they are for 
very many departments in many universities), or perhaps even the major 
' raite, to admission to higher education. It is widely agreed th^t they are not 
especially well suited ta the needs of many, or even most older students: 
arguably the same could be said of many younger ones. As Gordon shows in 
dfjjjpter 4, for many Stxteen-year-olds, especially those from working-class 
families, the prospect <Jf~two more years fll a school environment is not 
attractive. It should* not be necessary to insist on this, the simplest ' 
alternative (already widely used as additional\evidence to supplement 'A' 
levels), is tous^O' level performance. In most subjects which are not studied 
before the first year of higher education, an eighteen-year-old who 
demonstrated his or her general academic ability and motivation two years 
earlier but has spent the intervening years at work would be at no significant 
disadvantage to <mw who has studied a different subject in the sixth form, 
fndeed, many teacnks in higher education might prefer to deal with students 
who have gained rane maturity outside education, rather than spending 
time, in the common complaint, undoing the bad learning habits of 'A' level 
preparation. 

This, then, is one possible entry route, but with two difficulties. The first «*r 
is that *0' levels are liable to some of the same problems as 'A* levels, in that 
they can lead to hjas in favour of candidates fron* experienced schools with 
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large sixth forms or 'O* level streams. Second, since many admissions tutors 
balk at using CSE passes (with less discrimination at the top) instead of GCE 

• 0* levels, schools which prefer to concentrate on CSE are effectively 
■handicapping their pupils - until the arrival of an integrated examination 
Further alternatives are needed; and these should include aptitude tests (by 
no means a total failure in the large-scale trial (Choppin 1973) ), the 
assessment qf prior or 'experiential' learning — for eighteen-year-oids as well 

- $ older students. — and individual contracts for independent study and 
project work. ° , 

These last would be particularly useful for those disciplines where the 
IeveI gradeis used as a measure not only of academic ability but also of 
preparation foMhe degree-level course - the second of the difficulties 
mentioned above^Jje sequential structure of the curriculum in such subjects' 
is undoubtedly one of the main reasons for the larger predictive value of 'A' 
levels. Any substitute must cope withNhis problem, and the solution will 
require flexibility on the part both oftEe institution and the under-prepared 
.stude*. Higher education - especially, but not only, high-prestige 
university departments — is excessively prone to invoke the preservation of 
nigh standards as a defence against any experiment — ah'd the present 
policies ofWraction, with their emphasis on these same 'standards* are 
likely to encourage them to do so. 

It is nonrtal for a chemistry department, for example, to insist that its ' 
entrants have taken 'A* level courses not only in chemistry but also in 
mathematics and another relevant science such as physics. But in doing so it 
is protecting not so ipuch its standard as.the level at which it teachers- The 
huge increase in recent years in the proportion of 'A' level candidates who 
take "mixed* combinations of subjects (ie both science and non-science) 
means that this insistence actually reduces the pool of highly able applicants 
trom which it can draw. Employers are often criticized by higher education 
staff for their preference for 'good' graduates, regardless of degree subject 
over those with apparently relevant degrees. It is worth asking whether this 
preference is so indefensible, and whether higher .education might not learn 
from u. 

4 There are precedents for a more relaxed attitude — notably the 
universities* success in coping wkh large numbers of under-prepared 



a .-students after the Second World wl. Flexibility in the curriculum and if 
' necessary, remedial teaching, brought them up to acceptable degree 
standard — alongside other, younger students who were, on paper. 
coiisKKtably better qualifiedrThere will undoubtedly be a need for extended 
provision of 'remedial' or access courses, not necessarily to be provided by 
the saifje institution. Most such courses at present are designed for mature 
returners to education, and tend to Emphasize study skills, personal 
confidence and so on? more than academic content. B*ut further education 
colleges do provide preparatory courses, often linked to particular 

, institutions, and these will be increasingly needed if our proposals are' 
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accepted. But they should be used, not for the assessment of suitability, but 
strictly for preparation: students should be provisionally admitted to higher 
J eduction prior to taking the course, with admission conditional-on achieving 
a standard pass -mark, and not on further competition^ 

To summarize, the ftobbiris criteriop of two 4 A' levels or 'equivalent' is 
no longer adequate as a norm which all but highly exceptional applicants- 
should achieve. Tfyfe following recommendation encapsulates the general 
philosophy which we believe is appropriate for admission to courses of 
post-compulsory education at every level. 

Policy Recommendation 5 

Courses of higher and further education should be available to all those who 
fan benefit from them and. who wish to do so. t 
Interpretation: the 'A' level qualification or its 'equivalent 9 should 

r continue to be the primary criterion, but all admitting units (departments or 

' larger units, as appropriate) should admit at least 25 per cent of their 
* ' students using other criteria. A range of possible criteria Have been 
' * . described: they include aptitude tests, . 'O' level or CSE grades, assessments 
of prior learning, personal^learning contracts', and so on. 11 

' Such a change can be implemented by the institutions themselves, and 
requires no government action. The original two-'A' level requirement of the 
grant rtgulations recommended by the Andersort Committee was modified in 
1974* so that there is no restriction on that score. The CNAA, which 
monitors- ^ntry requirements in the public sector, already permits a large 
intake on non-traditional criteria (CNAA 1980), and malny institutions take 
^advantage of this freedom. It is mainly universities^which would be affected^ 
bytfie proposal for a 25 per cent minimum. Even here, l2j>er centof new^ 
entrants in 1980 did hot have 'A' levels (Table 2.1 1 , 5,79) — although jn'any 
of these doubtless held •equivalent' quSdifications such as ONC/b. 

Once again; the question Will be asked whejher it is appropriate to 
n require universities* -even those vrtth the highest conventional admission 
standards, to ghange them. Critics will presumably include those concerned 
to preserve the universities' ilite status, and those who want to keep a special 
role for the public sector. The former is understandable, since in the absence 
1 of many of$he other discriminators found in other national systems (salaries, 
4 staff-$tudeiit*ratios, and resources; all of which the authorities attempt to 
' * .equalize <across the British system) admissions standards have become 
perhaps the chief currencF^eLa^efiuc prestige for employers and for 
academics themselves* This is precisely yhy the proposal should be applied 
across the board,- to*a>ptd sharpening the hierarchy which already exists. 
Polytechnics, however, while welcoming Jh€ removal of a status difference, 
may fear that their best candidates, and a distinctive part of their role, are 
- * being 'poached' by the universities. The answer is that the two sectors have 
sufficient other claims to distinctiveness to attract their'fcwn candidates, that 
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a commitment to aon-traditional entry by universities would in return** 
increase the pod of traditional entrants available to the public -sector, and 
that the aim is to increase the total pod of xandidates by making higher 
education as a whole; not just low-status higher education, visibly less 
exclusive, rather than benefiting one sector at the expense of another! 

How much the total pod will be increased by such methods is far from 
clear. There are those who believe that they would in fact make little 
difference to the willingness of school-leavers or older students to participate. 
If so, they can scarcely damage teaching standards seriously, But the balance 
of evidence suggests that, combined with.other measures proposed in the 
next section, they might create new 'demands for higher education — and 
largely from the able but unqualified pod. In any case, as the experience of 
the public sector shows, this is not an overwhelmingly risky strategy for 
insthtrtions. VJhere necessary, suitable remedial or preparatory courses can 
protect the level of their teaching. 

It is in fact the students themselves who are in danger if such measures * 
are not backed up with special attention 12 once they arrive. In the long run, 
however, the easier credit transfer which we next propose should reduce the 
disgrace of ^drop-out' to the sensible decision to transfer'. Indeed, a general 
shift from strict selection before entry with very high retention rates 
thereafter to fairly easy access combined with . higher exclusion rates after a 
year would help to ease'the general problem of .matching students to courses 
and preserving the high standards of the degree. 1 ' 3 This is a policy which 
deserves further examination as more diversified types of courses are 
developed: it could be formalized in the kind of '2 + T or *1* + 3' course 
structures mentioned earlier. > , t * 

Credit Transfer Credit transfer is one of the easiest reforms to propose, and 
(Hie of~the hardest to implement within the standard three-year Honours 
degree package. The difficulties chiefly stem from its potential consequences 
for the curriculum, which are substantial, and are perceived by many 
academics as totally insurmountable. Curricular problems are well beyond 
the remit of this stage of the programme* But it is at least arguable that there 
is no other single reform entirely within the'contrd of higher education 
institutions which could have such an effect on demand levels. Coiipled With 
y reasonably generous grant eligibility, credit transfer would open up 
enormous possibilities for recurrent and continuing education, and make 
even the conventidnai-ftSt degree less formidable as an ambition for those 
. /without three fulHtime years to spare, or with other ideas on how to spend 
v their late addwcence. 4 

~1 have suggested that the curricula* obstacles are extremely serious.* 
{ They mostly concern what to do with' a* new arrival, the t immigrant > with • 
credits which do not match the accumulated credits of conventional students. 
Perhaps the risks would seem more worth takinfe if we began by thinking 
about the 'emigrant': the student who leaves his <* her first institution after 
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completing only part of the course. At present such a person is a 'drop-out' or 
a 'failure' — an example of 'wastage' regardless of anything he"may have 
achieved — - stigmatized and indeed penalized oh the job market and 
potentially by the grant-giving authority. But if three years' study conveys so 
many advantages, it would be odd if one or two years' were to convey none. It 
should be possible to make clear what has been achieved, to devise positive 
and respected certificates for part-completion, not consolations for failure or 
disguises for idleness. Such certificates would give not an automatic right of 
return but at least the -opportunity to compete for advanced standing at 
another institution, and a credential of some use in the job market. If so, 
they would be a desirable aim for some of those unattracted by three full 
years. 

Rather than struggling to invent completely new qualifications such as 
the DipHE, and rather than worrying unduly about what to do with credits 
from elsewhere, we propose that institutions begin by asking what 
certification they would be prepared to give to students who have completed 
only part of their filll degree courses. Once enough of such certificates are in 
circulator; methods for responding to them will almost inevitably arise, as 
th^ value of Open University units on the educational apd job markets 
already demonstrates. 

Credit transfer, and all that it implies for the curriculum through 
delayed or recurrent entry, 4s a pqwerfWbut double-edged weapon. If tightly 
controlled and rigidly interpreted, it could act as a brake on diversification 
by insisting on a 'gold standard', not just for the degree but for its component 
elements, the year or even the course unit. But it could also be a means of 
shifting the balance in the market for educational qualifications away from 
the supplier and tpwards the consumer. A student who is essentially 
committed to comple tin g a course, subject to severe penalties, even befor e 



embarking on it, has far less influence over the course content than one wbo 
can take his or her fees, per-capita allowances an<J so on elsewhere if the* 
course fails to meet' expectations. Indeed, it is at least arguable that it is the 
credit system which has really made possible the unique, consumer- 
orientated quality of American higher education (see Chapter 3). 

%■ 

Policy Recommendation 6 0 

The universities dnd the CNAA should devise certificates of partial 
completion of degree courses, to be amrded after appropriate assessment. ' 

Finance * * 

A future seminar will be devqted^to all aspects of the finance of higher 
education, including the funding of research, and the 'use of financial 
leverage for goals such as the encouragement of innovation and change or the 
protection of specific functions. Here, obviously, we are concerned primarily 
with the relationship to 'demand and access of the financing of higher 
education, and especially the financing of students. 
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The first general point to make is that on the available, admittedly very * 
crude figures British higher education is not, in international terms, under- 
financed. In 1975 1.2 per cent of GNP was devoted to higher education, 
compared with 2:2 per cent i£ the Netherlands, but 1.0 per cent in Belgium, 
0 9 per cent in Austria, 0.8 pff cent in Germany and Sweden, 0.7 per cent in 
Italy, an^ 0.5 per-c*nt in France (Jallade 1980). On the other hand, the 
participation rate in higher education is lower in Britain than in most of these 
countries (Cferych and Colton 1980). The purpose of thfc comparison is not to 
berate British higher education teachers for idleness or prodigality: ^deed, 
foreign dbservers at the seminar, a^well as those who might be expected to be 
partial, argued that it was a sign of the high quality and standards of such 
higher.education as is provided.in Britain. But the question fnust inevitably 
arise, not whether the country 'can afford' the higher expenditure on higher 
education which a higher participation rate would, other things being equal, 
imply, but whether it makes political sense to try ^extract higher finance 
from the state. Any political party, whatever its disposition, will have other 
candidates for <*iew expenditure, .whether these are defence and 'law and 
order' or other leyels of education (with which many supporters of higher 
education would find it hard to disagree), And, to put it no higher, the price 
of greater support from the state, if forthcoming, would be likejy to be 
greater §tate control. It thus becomes necessary to consider whether there 
may not be a price which is* worth paying within higheiv education for . 
increased demand and improved access. Martin Jrow, in Chapter 3, dr^vs 
our attention with some delicacy to exactly thlsViestion. • 

The problem isnot only that increased participation will require greater 
expenditufe on student maintenance 14 but that many of the measures 
proposed as ways to increase demand also involve extra costs, whether these 
are iter comparathrelr^all-sum 
admissions and credit transfer schemesfor in providing better counselling 
and guidance t04>otential students, or the larger amounts needed for more 
equitable financing for part-time courses, non-degree courses and indeed for 
16-18 year-olds (sfee below). 

The higher education maintenance'grant served an important purpose 
in enabling the post-Robbins expansion to take place. Now, however, its role 
: has, arguably, reversed, and it ma>| act morfe as a constraint tiian as a 
stimulus to expansion. Its real value H*s been allowed to drift dowiMand its 
value compared to 18-21 year-old wages fiad dropped more stongly Aill) until 
at besfllho longer provides a substantial added incentive to participation, (It 
* is, however, by no means clear how important the level of the maintenance 
grant is: Pissarides (1981) shows that for the population as a whole it is less 
significant than relative salary levels for graduates and non-graduates.) It 
may be, therefore, that the continued insistence of higher education staff and 
students on retaining a maintenarice grant is an unnecS&ry hostage to 

fortune. . , t 

The reason for this apparently .paradoxical statement is that so long as 
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the higher education maintenance grant consumes so much expenditure, it is 
hard to imagine a satisfactory lev6l of maintenance being implemented for 
those on courses other than the present list for mandatory grants. The most 
obvious omission is strongly emphasized by Gordon in Chapter 4: whereas 
18-21 year-oldi receive a very substantial grant, grants for 16-18 year-olds ~uT~ 
full-time education depend on local discretion and are never generous. When 
they are compar&tnot only with the prospects of juvenile earnings, but even 
with unemployment or social security benefit, and especially with the various 
available forms of training grant for young people, they create a 'positive 
disincentive to staying on at school. T^re is some doubt about the extent to 
which a substantial educational maintenance allowance for 16-18 year-olds 

» in full-time education would in fact increase staying-on rates — Ciprdon's 
evidence is necessarily hypothetical — but it cart be strongly argued that this 
anonialy in educational support is simply inequitable, as*between different 
sectors of education^ different age groups and — in effect if not in intention 
— between social classes. Proper support for the 16-18 age group in . 
education should be very hfgh on the policy agenda for education as a whole. 

Secondly, even for older age groups, the distinction between 'higher' 
and 'non-advanced further' education is, as I have argued, increasingly 

* Untenable. As course provision grows more complex, it will probably bfccome 
unworkable. And there are some well-known, quite specific anomalie^which 
'are, once again, indefensible in equity — and may well depress demand. 
Examples are the difficulties faced by students who wish to take ^Elegree 
course after a (grant-aided) Higher National' Diploma; or the merely 
'discretionary' eligibility for grants of 'access' courses fop mature students. 

Finally, .part-time education and continuing education for adults all 
appear to be desirable for reasons of educational and economic policy: but 

woul^e^txidents^reiiow^likely:tafac«harply increasing^fees as well as the 

othei\more familiar disincentives. These considerations all lead to the 
followihg recommendation. 

Policy Recommendation 7 * 
The present grant system should be replaced with a system of 'educational 
entitlement \ whereby every citizen is entitled to support for his or her 
education or training, regardless of its level. Such support would comprise art. 
age-related maintenance grant and remission or reimbursement of fees, for a 
maximum of four years full-time or its part-time equivalent after the % 
compulsory school-leaving age of sixteen. This entitlement should be 
supplemented with a system of state-supported loan^available for further 
periods of education or training as desired. It neitherjhwcludes not implies 
any system of gratty jupport for other courses beyond thefbur-year minimum 
(such as postgraduate research or teacher training). - A 

t ' Detailed regulations for any such entitlement woulci need to be carefully 
worked out. For'example, it would be'necessary to insist that it was claimed 
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for the first four yeaaof education after sixteen, thus preventing parents 
from supporting their children during the relatively cheap sixthtform years 

, and then claiming the grant for four years of higher education. Transitional 
arrangements for all those over sixteen at the time of introductityi would also ' 
need to be -thought about carefully. The grant should be age-related, so as 
* not to provide a disincentive for adults; it would be equitable if, as far as 

possible, it were adjusted so as to be neutral as between different ages in 
terms of foregone earnings. The precise boundary between education or 
training in an educational institution anduraining provided within a job 
would ako cause difficulties. (Here the experience of other countries might 
be helpful in designing regulations.) But the grant should be available to 
support any form of bona fide education or training, whether provided by 
, public or private institutions arid whetber of not leading to a recognized 

. qualification. 

* The direct advantages of this proposal derive froip the arguments given 
above. Indirect advantages include the transfer of ^increase ffl consumer 
power to t he individ ual student who would be entitled to claim the grant 
regardless of the institution attended, t)r of' the course level, or of any 
transfers he or she might make from one institution to another. This should 
\ , have the effect of increasing the responsiveness of institutions to individual 
vv needs . In particular, the transferability between full and part-time education 
! • J*™ encourage the of part-time and mixeckmode courses, where 

<?lhis meets the needs of students. A four-year entitlement, implying one year 
less than the present two-plus-three years, (in England and Wales) required 
for an Honours degree, is the price to be paid for. extending support to the 
16-18 age group and beyond 'higher' education. However, it is likely that it 
v would increase the pressure on institutions to provide two-year degrees, or i 
— early.entry, or entry afteMimited or no sixth^form attendance, all of which ■ 
vtould be desirable developments from the point of view of improving access. 

This proposal will doubtless be criticised for its failure to support the 
full two-plus-three pattern as at present. However, a siagfe year's loan even 
if covering fees (which could continue to be set well below fiilfcost' rates) as 
well 9s living expenses, is not ail enormous burden to be incurred,- and would 
probably not act as a deterrent to those already on cqurses. In any case, 
loins, despite the opposition of student groups and many academic staff, not 
only are desirable in equity, as potentially reducing .the subsidy to 
high-earning graduates at the expense of non-participants, but also permit a 
much greater degree of flexibility than the present system in The means of*" 
student support. Repayments can bejgeared to subsequent earnings through ' 
the tax system, or can be redpced, postponed or remitted altogether to suit 
personal circumstances or those entering jobs for which -it is hoped to 
increase the supply; interest rates can be subsidized to different extents; they 
can be used, in other viocds, to increase the influence of government in ways 
which interfere less crudely with individual freedom than outright direction. 
The loan system, once instituted, could also be u$ed to supplement the 
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'entitlement' grarit if it were financially necessary to set the latter at a bare 
'subsistence' level. 15 

Access Policies ' ^ 

w 

Young People As Gordon (Chapter 4) shows clearly, the acutest problems 
of demand and access for young people arise at the point of entry not to 
higher education but to post-compulsory education at the minimum 
school-leaving age. Our concern is not primarily with demand at that stage, 
and although members of the seminar were tempted to analyse policies and 
prdpose new ones for schools and non-advanced further education these 
could not be given the \same scrutiny as policies bearing more directly on 
higher education. Thus, despite the attractiveness of recommending major 
reforms (tertiary colleges, for example, or new exanfcnations at sixteen, or 
universal education and training for the 16-18 age group) or of criticizing 

Hffiver secondary schools, these will be resisted here. ^ 

In%ad, in discussing access for young people we shall concentrate on 
what higher education itself can do, or what can be done with policies Which 
affect the whole 16-21 age group. Most of these have already been discussed 
— policies aimed, for example, at widening the range of entry qualifications, 
providing, financial support for the 16-18 age group, increasing the 

, responsiveness of higher education to (new) consumer needs, and blurring * 
the boundaries between institutional types and between advanced and 
non-advanced courses. All of these policies would, it is hoped, have the effect 
of increasing theattractiveness of higher education not only to the population 
in general, but to groups at present under-represented, stich as working-class 
children, members of ethnic minorities, residents of regions with low 
participation rates, and women (see Chapter 2). They have the merit of 
defusing the argument, proposed in part provocatively atHhe seminar, that 
there is considerable arrogance in supposing that higher education is really • 

-what these groups need and trying to 'drag, them in off the streets against 
their better judgement*. 16 If they come in off the streets, it will be because 
they see something inside which attracts them. . 

However, there are certain other policies which may also be 'necessary. 
Some are low-cost and low-risk, but might be quite effective on a local scale. 
One example is the cultivation of links between Jocal institutions at different 
levels: connections between a university ortrpdytechnic and a school or 
further. education college in its immediate regBon can be extremetofielpful in 
encouraging marginally unconvinced candidates to apply, or W selecting 
from under- or tinusually qualified applicants. As more than one"participant , 
pciiitcd out, it is. a fallacy to suppose that nationally applied policies; can 
always help in the extraordinarily wide range of local circumstances: the 
factors which induce a working-class girl from the immediate region to ) 
attendee* not to attend) Glasgow University will be quite different from ' 
those that apply to the Polytechnic of Central London, or, Charlotte Mason 




Xollege, Ambleside, It wiH be necessary for individual institutions to develop 
suitable Wtreach programmes' for their own particular circumstances, 
some already do. 

Amongst those programmes, however, should be serious experiments 
with 'affirmative action*. This differs from the kind of admissions policy 
proposed above for using alternative entry routes, some of which may also be 
more attractive to under-represented groups. Here the proposal is to admit 
members of such groups deliberately at a lower 'standard* than the majority. 
It is a dangerous polifcy for two reasons, as American experience hajfShown: 
first because it can be perceived as unfair to well-qualified candidates who 
are excluded, especially in courses for which competition is severe, and 
secondly because it can be unfair to the specially admitted student, arriving 
with high, expectations but left to compete with better-prepared contem- 
poraries. (And the need far affirmative action is probably greatest on highly 
competitive eourses, where admissions tutors are most likely to jecoil from 
the idea for just these reasons.) Nevertheless, it is of great importance that 
opportunities should^be seen to be available in highly selective institutions as 
well as in those which may be seen as having less to lose, and therefore less 
than the best. There have been, it is true, experiments on a very small scale 
(such as tl\e Oxford-ILEA and Cambridge-ILEA Science** Admission 
Schemes (Spice 198 1)); but these scarcely deserve the name since candidates 
have to jump so many selective 'hurdles that they have hardly had their 
passages eased — indeed, many of them would probably have achieved entry 
. by ordinary routes. What is proposed is something simpler and more 
systematic — a much wider acceptance of the nec es s ity to temper a dmissions 
criteria to the circumstances of the indifidual, with the deliberate aim of 
increasing the representation of certain groups, ev en at the expense of 
academic standards. This is entirely compatible with the notion that 
universities and public sector higher education alike havetsocial as, well as 
academic responsibilities. * a 

Policy Recommendation 8 

All institutions, and especially those with highly competitive httry 
requirements, should undertake significant experiments with positive 
discrimination iri favour of cgndidates whose circumstances — personal, 
social or educational — may have prevented them from competingjbr&ty 
on equal terms with the majority of applicants. When admitted, such 
students will need special suppdty similar to that gAwi to students entering 
on *non-traditiwaV admissions^ criteria (Reconftnendcltion J). 

r 

These experiments might be included under the 25 per cent quota 
reserve for i^n-traditional applicants (Recommendation 5). The gfoups to. 
be chosen far special treatment shMld include a wide range, but may vary 
according to the type of institution and course. For.example, it would be 
appropriate for mafty .science and technology courses but not for most social 
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science courses to apply positive discrimination to women applicants. There 
are very few coi^rses for which discrimination in favour of ethnic minorities or 
applicants from inner-city schools, wpuld not be justified. The criterion to be 
used will ultimately bh that proposed in Recommendation, 5 — the ability of 
the individual to benefit — but this can legitimately be supported by the 
particular responsibilities of an institution to its immediate community, and 
the desirability of a social balance in the academic community itself. ^ 

Older People In Chapter 5, Ceoffrey " Squires describes* the varied 
special needs of adult students, and provides a broad justification for 
acceding to and indeed stimulating the interest of adults- ih returning to 
education. As he points out, there are excellent reasdn^ for doing so. These 
include the legitimate wishes of- adults themselves to continue their own 
self-development (often leading to higher motivation and better performance ' 
than that of younger students); economic arguments deriving from the 
changing labour market and the speed of technological ghange (strongly 
pressed at the first seminar in .this series (Lindley 1981)); and equity 
arguments* resulting fr dm the imperfections of selection during compulsory 
education and the enhanced opportunities which the? present generation of 
young people has acquired as a result of the post-Robbins expansion. 

The recommendations proposed earlier, especially Recommendation 7 
to provide an entitlement* to support regardless of age, should serve to 
increase the accessibility of higher and further education to older students — 
. indeed many of them are proposed with mature students especially in mind. 1 
To formalize the position the following ^|^ns propose^. 

-Policy-Recommendation 9 - — _ ~— = 

It should be-fhe policy of government and of higher education insttTutfans to 
encourage the participation of adults in courses of furfner and higher 
education at all levels, and to make appropriate provision fqr their special 
needs. r ^ 

* » 
■Oilce again, this is a commitment which institutions and courses of all 

kinds should be encouraged to make. There is considerable reluctance to 

admit older people to some courses, on the grounds that their success rate in 

the past ha$*i)ot been high. Providers of these*cour$& should ask themselves 

whether this may have more to do with their own expectations and 

assumptions than with the supposed defects in cider minds. Arranging 

special support is not cost-free; nor is adapting a whole course to fit a wider 

range of aptitude and experience. But the benefits described tjy Squires • 

-outweigh the costs. * _ 

CONCLUSION . 

The 'defensiveness' which was referred to. in the Introduction, whether A 
justified or not.Jnevitably takes its" toll. Viewed in comparative terms, or 
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indeed in the perspective of history, there is nothing that could be described 
- even as daring, let alone radical, in the recommendations put forward above. 
JBut it is hard to avoid the suspicion that some of them willbe seen as much 
more sweeping thah present circumstances should permit. It ft worth 
reiterating that the task of the programme of studies of which this volume is a 
£art is defined as proposing policies for the next twenty years. Proposals such 
as the abolition of the advanced/non-advanced distinction are put forward 
not as additional provocations to hard-pressed administrators but as aims 
towards which policy making might move over the next ten yeafrs. 

Nevertheless, it maybe useful to speculate about som&of the likely'kinds 
> of opposition to such proposals. There will certainly be criticisms from those 
who believe that the recommendations are not justified by the evidenced 
These will need to be met head on; I believe th^t the recommendations Are ' 
justified, but the best test will be to subject them to thorough analysis.. 

Other criticism will be on financial grounds. As has been emphasized, 
the seminar was thoroughly aware ofsfinancial constraints: and one x>f the 
strongest general bases for our recommendations has been an unwillingness 
to demand large shifts of expenditure towards higher education at the 
expense of other sectors. 17 But this does not altogether settle the matter. To 
accept that constraint means that any new resources to be claimed will Iiave 
to be found in large part by reductions elsewhere in post- compulsory 
education. In a crucial sense, we are arguing that the promotion of a higher , 
participation rate and the improvement of access are so important that 
sacrifices need to be made for it. * 1 

Such sacrifices, as is obvious from these proposals, include living up the 
guaranteed full maintenance grant for all three years'of higher education, 
ancUccepting the possibility otehorter-courses-as wetHirtoss;of 'students 
afta only one or two years. If the real level of .resources spent on higher 
education does not grow, as it probably will not, they may well also imply a 
snjaller /unit of -resource' and tdghqf stuefcnt/staff ratio! It is for later 
seminars to discuss the implications of these resource- consequences, but we . 
*jDUst>e clear that th?y are'llkely occur? 

* TKey*wilLabo be resisted. A recurring latent theme in the present 
'discussiods jgasr the problem' of change, the topic of the thin} seminar. It is 
. n6t rtljr|*?o 9 linti<apate ihte next seminar's conclusfons; but it is clear that.* 
-*tsbtan£& ^h^nge'wftl dome from insidfe and outsjde the acadefeiic world. 
Many academiqj* — espeptfty^hoskin certain universities with less to feay 
from contraction ^.vwll ttga&the cfefence, of jgpir discipline as more 
important'than the improvemeftr<^(^; an^vwl 0 r?sist proposals which 
•may result in a loss of status vwthi^e pf^^Vtitutiorial ^hierarchy. Our 
proposal to use market m^phanisnis ^ as *%J$verVftiay not- wdrfc,*will have 
^undesirable effects as well is the good on£ we #?im for it, artd°certainjy 
fiee^ftirtbcr discussiai. But if the alternative is a ftli$nce on centralized 
direction, whether by government or oth^bureaji^acjeS cf b$ the academic 
guild itself we believe that the necessary change? fill few {a£e pkce. 
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At the saflie time, ^resistance from outside academia may be substantial. 
The present social structure, reflected in if not ^reinforced by educational 
divisions from ^primary to postgraduate level, has obvious powers^of 
regeneration. It is at least arguable that the postwar expansion of higher* 
education, far from creating new opportunity, served to reestablish the 
traditional social hierarchy in new forms. British higher education 
undoubtedly serves in part to civilize and co-opt the future 'service' class not 
only into the skills but also into the manners and way of life appropriate to an 
61ite. A^ that class expanded, it was, on this view, necessary to ensure its 
proper socialization. Whether s the next twenty years will see a farther 
expansion in this class is mc^doubtful; if not, resistance can be expected 
(and may already be bejpimmg)na further expenditure on what could turn 
out to be, for the first tipre, a new kind of student. 

On the^other hand; [ have also argued that those excluded from higher 
education cannot be expected indefinitely to support its continued existence 
cm what can easily be made to seem unduly favourable terms. There will 
certainly be those who will criticize the recommendations made here as 
v insufficiently radical. The constituency-which supports higher education in 
dts present form is dangerously small: however desjrable in their owp right, 
our proposals are also intended toenlafge it. Whether they will do so remains 
to be seen. ' \ 

• As one seminar member put it, we need a political economy' of Higher 

education which might begifl to analyse these questions more systematically. 
Ql^ In the meantime, those of us, relics of the 1960s no doubt, who hope to use 
higher education as an agent, not a creature of dhange; will certainly take it 
as a sign of failure if our proposals create no opposition. 
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„ policy Recommendations 

1 Courses of higher education should (continue to) be available to all those 
• who are qualified by attainment to pursue them and who wish to do so. 

2 It should be the aim of government and, of higher education institutions 
to achieve a substantial increase in the participation rate in higher 
education. 1 

3 In response to the likely decline in demand from its traditional clientele, 
* the British higher education ystem should be encouraged to adapt in 

order to increase participation rates. / 

4 The same broad principles of response to demand and provision^for 
. » access jhould apply to universities, to public sector higher education 

* c apd to non-advanced fuHher education. The, sharpadministrative and 
' academic distinction«between 'advanced* and- 'non-advanced\courses 
should be abandoned. * \ 

5 Courses qf higher ahd further education should be available to all those 
who can benefit from them and who wish to do sa 

afc ' . . si . 1 
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Interpretation: The 'A' level qualification or tits 'equivalent' should 
continue to be the primary criterion, but all admitting units 
(departments or larger units, as appropriate} should admit at tefct 25 
per cent of their students using other criteria, includin&aptitude tests, 
V level or CSE grades, assessments of prior learning, personal 
'learning contracts', and so on. 

6 The universities and the CNAA should devise certificates of partial 
.completion of degree ^courses, to be awarded after appropriate 
assessment. 

7 The present grant system-should be replaced with a system of 
'educational entitlement', whereby every citizen is entitled to support for 
hisor her education or training, regardless of itskevel. Such support 
would comprise an age-related maintenance grant and remission or 
reimbursement of fees, ffra maximum o/four years full-time or its 
part-time equivalent after the compulsory school-leaving age of sixteen. 
This entitlement should be supplemented with a system of state- 

^supported loans, available for further periods of education or training as 
desired. It neither precludes nor implies any system of grant support for 
other courses beyond the four-year minimum (such as postgraduate 
research or teacher training). 

8 All institutions, and especially those with highly competitive entry 
requirements, should undertake significant experiments with positive 
discrimination in favour of candidates whose circumstances — personal, 
social or educational — may have prevented them from competing for 
entry on equal terms with the mqjority of applicants. When admitted, 
syph students will need special support similar to that given to students 

. ' entering on 'non-traditional' admissions criteria (Recommendation 5). 

9 It should be* the: policy of government and of higher education 
institutions to encourage the participatidn of adults in courses of further 
and higher education atall levels, and to make appropriate provision for 
their special needs. \ 

Research and Inflation Recommendations • 

1 A toide-ranging review shoultfj&e undertaken, comparable to that by 
Howard Bowen for the Carnegie Council on Pplicy Studies in Higher 

» Education (Bftpen 1977), of available evidence $n the direct and indirect 
value of investment in British higher education; where primary research 
evidence is not available, such research should also be undertaken* 

2 (a) The . collection and dissemination of information on demand for 

and access to higher education should be maintained and .where 
possible enhanced in forms accessible to the widest possible 
audience. 

(b) In particular, the collection of information on access to public 
sector higher education should be improved "at least to a level 
comparable with that on access to universities, if necessarytby 
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specially commissioned research. 
• (c) Documents such as the DES 'Brown 9 and 'Grey 9 papers (DES 1978, 
1979) and DES Statistical Bulletin 12/80 are especially useful and 
should be published at regular intervals as early as practicable. The 
DES should explore the possibility of ^providing direct access for 
qualified specialists to the relevant computer tapes, possibly 
through the SSRC Survey Archive. ' " ^ 

NOTES 

v _ t This is no criticism of the Robbins Committee: much of their report is in 
fact devoted to an operational' interpretation 6| the principle. But the 
interpret£on is now inevitably outdated: for example, it did not 
anticipate the binary volicy for higher education. 

2 The labour market seminar made a strong economic case for expanding 
opportunities for otoer students both on first degree cours^fand as part 
of a scheme of recurrent education, as a way of improving he speed and 
flexibility of the response of higher education to the labour market * 

^ (LindleyJ981).< , " -~ "%* 

3 Hei;e, of course, the number of graduates is more significant than the « 
participation rate. But if the actual number is to increase from its 
present level, the participation rate will have to rise quite sharply, 
especially in the 1990s (Chapter 2). 

4 In fact the book continues -with an equally thorough, though 
occasionally more speculative, review of non-economic benefits both to 
the individual and to American society and the political systehil 

5 It is generally conceded that one of thp major aims of the Robbins 
✓ t Committee was t<j *spll* to those who were unconvinced of its inevitability 
' the politically necessary policy of acceding tqfr demand for higher 

education. Aftiong the unconvinced were many of the academic staff 
.thmselves (see Halsey& Trow 1971). Even in Eastern Europe attempts 
tQ operate rigid limits on higher education in accordance with' national 
plans have had to be modified in response to popular pressure in recent 
\ years (Fulton et al. 1980). 

6 i Sex differentials have improved. But this improvement has not resulted , 
, from the policy of expansion as such. Indeed, it has occurred to sqpie 

extent despite official policy: the current supposed 'over-emphasis* on 
arts and social science has chiefly benefited women — and any 
disproportionate cutback in places in these subjects is likely to damage,, ' 
women's opportunites correspondingly. 

7 The relatively high; participation rate in^cotland (see Chapter 2, p.63) 
* cap be partly explained by the higher subsidy implied by four years in 

higher education after a single (unmaintained) year at school; in the 
case of Wales, however, this option does not, exist. >. . r 

8 There are parallels between these proposals and the American option (or 
reguirement fn a few states) of two years at a community college, with 
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the option of a terminal qualification, followed, if desired, by two years 
in the *upper division' of a college or university. J 

9 In particular, the idea v attractive to several participants, of adopting the 
full Scottish pattern of one year in the sixth form followed by four years 
of higher education would increase costs substantially, cause grave 
political difficulties with schools and non-advanced further education 
and (if the causes for high Scottish participation are cultural or in any 
way non-generalizable) might well not increase participation cdmmen- 
Surately. * 

10 The connection is direct: employers prefer to Recruit, almost regardless 
of content, from courses with high- entry standards (understandably ^ 

. > but absurdly if the stahdard of output is as uniform as is claimed); while 
i 'good' students naturally aspire to places on coursfes with high entry 
standards and high attractiveness to employers (Liiylley 1981). 

11 They might also inclucje 'A' level standards markedly lower (eg JdweT 
points scores or one pass instead of two or three) than those required of 
the 'conventional' intake. See below on positive discrimination, under/ 
access policies. . 

12 It is undeniable that these proposals will involve certain costs: the 
additional cost of selection, which will become less routine for the 
special entry component;* and the cost of extra tutorial support and 
counselling if ^ecessary during the first yeator.for even longer. 

13 Whereas the correlation of *A' level grades with degree, results is fairly 
low, that of first-year exanwiations is considerably higher (Entwistle and 
Wilson 1977). J " 

1^ If the participation rate were to grow to keep exact pace with 
demographic decline, precisely filling the places' otherwise vacant, there 

\ need be no net increase in expenditure. However, in other areas of 
education the relevant figure is expenditure per head of population; and 

t there will be plenty of alternative costs (such as expenditure cm a 
growing retired population) as the 18-year-old population declines. 

15 For example, the entitlement might be based on costs for home-based 
students: those wishing fo attend afesidential institution could then find 
the extra cost through the loan system.^' 

16 , The obvious retort is that whatever young people may or may not need, 

higher education is what many of them in fact say they want — but 
which tfiey then find themselves excluded from. See above, p. 13. , 

17 This is of course no defence against a government determined to cut 
^public exgejicUture for its own sake and regardless of the consequences 

:irs but^!osucK defence exists. 
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TRENDS IN ADMISSIONS . . 

by John K Farrant 

" v • 

» •** 

introduction 

Thi&paper lodes at recent trends in the number and characteristics of people 
quaUfyingJot efttry tojiand embarking on, courses of higher education in 
England apd Wales. It is concerned only with- 'hom^ students (that is, UK 
residents) and not with 'overseas' students, howsoever the categories are 
defiied for the statistics used* and only with higher education funded by- 
Parliament's Education Vote. Tlie focus is on people starting a course of 
higher education for the first time, so courses for which successful 
completion of another higher education course is a normal prerequisite are 
not coijsidered. & ' v 

Anyone* looking at admissions to higher education goes back to the 
monumental surveys for the year 1961/62 commissioned by' the RoBbins 
Committee and.published with its report (HE 1963, App. .1 and 2) and ask$ a 
host of queStiops about what has changed^ovef tfi? two decades since. All too 
ofteti the questions.simply cannot beimswered from the published statistics, 
whether routine orlrom special surveys, on Avhich this paper has had to rely. 
The' committee stated: Sve should be failing In oOr duty if we were to close 
this chapter" without emphasizing with all the force &t our commaridHthat the 
xerection and continuation of an adequate statistical service is an essential 
condition of 'the sflCcessfUl working oL all the machinery we have 
recommended' (p.256). Major changes haw . been ntada iq» the method of 
collecting statistics, particularly in .creating a computer-based record for 
each student in fiirthef and higher education. But the potential of these huge 
Hata'fileslBnds Bttle reflection in the published statistics whichpf anything, 
'are more limited and less tamely than ten year$ ago and which the present 
government's policy towards tW Statistical Service is scarcely likely to 

improve. , * % y 4 , t % \ »\ 

* . \ • « * 

The Varieties, of Higher Education and the* Routes to Them ' \ 

'Higher -education' conventionally denotes courses above the standard 
. required for the Advanced ('AO Level of thepeneral Certificate of Education 
(QCE) (England and Wales), the Higher Grade of the Scottish Certificateof 
Education, or the Ordinary ^National Certificate/Diploma (ONC/D). 
Included by this definition are, two Categories of students who are iiot 
mentioned hert»fter t Thtese are ^private study* students, mostly studying for 
legal, Accountancy, banking and: surveying qualifications, often by corres- 
pondence course, or for University of London external awards; and students, 
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mostly full-time, at institutions which* are funded by the government other 
than through the Education Vote (eg HM Armed Services colleges) or" which 
are^wholly privately funded (eg theological colleges). The Robins 
Committee found that these groups comprised about one tenth of all initial 
entrants to higher education (HE 1963, App. 1, p.33; App.2(A), p.4). 
Probably today the proportion is much less. 

The main streams of higher education with which we are concerned are: 

1 Full-time study for first degree inuniversities (other than the Open 
University); very small numbers of students are part-time at this 
level or are working for first diplegias, % 

2 Full-time study in maintained or grant-aided colleges (with various 
titles including polytechnic, college or institute of higher education, 

. ■ technical college, and college of. further education; collectively 
called the public sector), the majority of en trants now embarking 

* on first degree courses, with the' redesigri&tion of the Diplomas 
in Technology arid in Art and De§ign as degrees of the C&uncil for 

. National Academic Awards (CNAA), and with the phasing out of 
Certificate courses for intending teachers. Others work for the 
Higher National Diploma (HND — which hereafter includes ihe 
'awards of the Business and Technical Education Councils which 
are replacing it) or for qualifications awarded by professional*, 
institutions. ' y 

3 Part-time study in maintained or grant-aided colleges, in most, 
cases for the Higher National Certificate (HNC likewise 
including BEC and TEC awards) or for professional qualification. 
It isaisual to distinguish between students' attending during the day 

L -and those attending in the evening only. , / " 
2 and 3 together comprise Advanced Further Education <AFE), 

4 - Part-time study for a first degree of th<! Open University (OU). 
«a» l Ther0l ? te mt0 frD-time degree courses-is predominantly through GCE 
A* level, with at least two passes, that being also the requirement foe a 
mandatory maintenance grant between 1962 and 1974. Almost 90 per cent of 
home candidates admitted to British universities are so qualified (Table, 
2. 1 1(A), p.79), as are some 80 per cent to 'the publig sector, now that two 'A' 
levels afe the normal requirement foe teacher training courses (CUA 1978 
Table 5; Whitburn et al. 1976, Table 4.5; CNAA Annual Report 19$0;TMe 
3, with allowance for part-time and overseas students). By contrast only 
about half the fulLtfme students on non-degree courses come by the two-'A* 

"J^^oute; somextfibe remainder have one, 'A' level (the minimum for the 
HND/Q, but OND/C is probably, the most significant alternative to 'A' 
levels. Among part-time students in AFE, those holding two 'A* levels are in 
-a jmnonty. In <1961/62, only 10 per cent did so, but in polytechnics eleven 
years later it was 30-35 per cent. Again, OND/C may be the major route (HE 
1963, App. 2(B), p.132; Whitburn et al.' 1976,*Tables 6.6, 4.6). The Open 
Ui^ersityJias^np formal §ntry requirements/ but of the 1977 entrants 
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48 per cent had a higher education qualification, a further 12 per cent had 
two or more *A' levels (or equivalent) and 4 pfer cent OND/C (QV 1980, 
Table A.4.4). * f ■ * 

To/a/ Numbers of Students ' 

In Tattle 2. 1 (p.69) are the numbers of full-time home and pa^t-time students 
in selected years since 1962/63 (the part-timers include a small number who 
were 'overseas'; postgraduates, are also included). In 1962/63 there were 
305,000, and in 1978/79 7ip t 000, # or 133 per cent more. The annual growth- 
rate of about 8/2 per cent in the 1960s was not maintained in the 1970s, but 
even so, thanks to the Open University, was still ground 4 per cent a year up 
to 1978/79. Without the Open University, the number of full-time students 
increased faster than parUtfme; the latter comprised 38 per cent of the total 
in 1962/63, only 27 per cent seven years laferand 30 per cent in 1978/79.* 
The Open llniversity has, however, brought the proportion up to 37 per cent. 
But the resurgence in the part-tim^ proportion is also'due to the fact that in 
1977 and 1978 the absoluteTiumber of full-timers dropped for the first time 
since 1952. Even so, if the part-time students are converted to fiill-timtf 
equivalents, they comprised only about 14 per cent of the total ^oad on 
institutions in 1962/63 and 16 per cent in 1978/79 f> the smfill increase being 
also due to. the move from evening to day courses. 

Aiirore detailed analysis of the figures forone7ear, 1978/79 (Table 2.2 
p.70) serves to emphasize points already made about how the qualifications 
aimed for differ with the mode of study and sector. Most part-timers in 
universities were .postgraduates. Sixty-nine percent of AFE full-timers 'were 
on degree or teacher training courses, but only 6 per cent*of part-timers. 
Thirty-seven per cent and forty per cent respectively of part-time (day) 
students were seejking the HNC and professional qualifications. But ahioi| 
part-time v (evening) students only 11 per cent were on HNCcoureses, and % 
per cent on professional courses. Of the students embraced. by Table 2.2, 
(p.70), those with whom this paper is particularly concerned are those who, 
in 1978/79^ crossed the threshold of higher education for thejflrst time — 
that is, the initial entr&nts. Despite the emphasis placed by the Robbins 
Committee oi\ initial entrants, as both a record of past progress and a basis 
for future planning, their number cannot be dtrtermined from the published 
statistics. A surprisingly large proportion of students in, the first year of a 
course which is not postgraduate have prevjo^ly enrolled on another higher 
.education ccjbrse* Amdhg full-time degree students the proportion is 
relatively small, Confined rnahily to thqse, alreadyihdding an HND/C, or 
, those wh$ dropped out of the earlier tourse./Bl^t among those taking 
r n4n-degree courses the positionis very different. In 1961/62, the proportions 
* who already held qualifications obtained in higher education were about 11 
per cent among full-time non-degree students in AFE; 19 per cent of 
part-time day and 33 per cent of ^art-time evening students (HE 1963, App. 
2(B), pp. 1 18-9, 142-3). The 1972/73 study of polytechnics yields figures of 14 
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per cent and 40 per cent for all full-time and part-time students (Whitburn et' 
al. 1976,* Table 4.6). The principal reasons seem to be that many final 
professional examinations, are taken in two or more parts afncl the courses 
leading to parts beyond the first are treated as different courses rather than. 
I the continuation of the first; and that graduates in 'non-vocatiopaP subjects 
who seek a professional qualification are unlikely to be full-time students. 
Table 2.3 (p.71) is therefore liable to mislead indeed it is dpubtful whether 
the different sources should be combined into totals. What it gives is an 
analysis by age of*(l) university entrants excluding transfers between 
universities; (2) new OU undergraduates; and (3) AFE first-year students. 
The total 'of full-tim? students, 127,600, seems to be about 7Q00 jn excess of 
nnitial entrants'. How far the number of part-Jim6 students, 90,000, exceeds 
the initial entrants is not known. But, faute dq mieux, the table Vvill have to 
serve for several purposes below. 

, ^ ♦ 

The Robbins Principle and the Age Participation Rate \ 
The Robbins Committee, in its report of 19637assumed as an axiom that 
'courses of Jiigher education should be available for all those who are 
qualified by ability and attainment to pursue them and whb wish td do so* 
• QJE, 1963, para. 31), and until 19§0 governments have endorsed and acted 
upon this axiom as the primary facta in planning the'' provision of places in 
higher education. But the 'Robbins principle' is not of itself a formula which 
gives a target of places. It is notable for marking the rejection of manpower 
planning^ the primary factor in favour of social (or free^-or private) 
demandrbut the distribution of places to different subjects has-been 
influenced by manpower considerations, strongly in relation to'doctors and 
school teachers, and tess so, though stiff significantly, in relatiqn to scientists 
_ and technologists. Furthermore, 'social demand is not the natural expression 
of preference by (mainly) youn^eople. It i^a function of the cbnditions 
created under which students are able to obtain academic qualifications — 
conditions which are determined by government policy' (KIM. Lindley,vin 
Fifth Report pp. 457-8), and is also influenced by the standard of the state's 
provision for higher education, most obviously in relation to maifttenance 
grants, but also to physical amenities and teaching. Finally "the principle 
has been interpreted restrictively, in part under, the influence of the 
Anderson (Rmmittee's formulation of the regulations for mandatory 
maintenance grants, as applying in the main to people aged under 21 with at 
least two *A' level passes (or ttyee Scottish HigHSrs). > ' 

Nevertheless, the Robbins principle did'lea^ the combine* to. devise a 
means of projecting the future demand for (full-time) higher education from 
home students: / « • 

a' Look at the size of the age groups relevant to higher ^ucation " 
b Estimate what proportions of tHSse age g roups are likely to reach 
the level^of attainment appropriate for entry 
* c ' M&ke assumptions on how many of those so qualified wiil ejite$ 
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how many will try to enter higher education (the application rate); 

and what proportion of applicants with given attainments should be 

given places (the degree of competition) 
d Decide on assumptions about the future length of study 
As regards c, Robbins did not have adequate information on.applicants and 
resorted to the result of the interaction of the two variables, namely the 
proportion of all\ school-leavers with 'given qualifications who had entered 
higher education, and postulated increases oyer time in that proportion. 

The Departnlent of Education and Scienceii&s used this method, with a 
number of modifications, both to monitor actual numbers and to produce 
projections. The aggregates used are: population in the relevant age group; 
number staying on after the minimum school-leaving age; number achieving 
two or more 'A' levels (or three or more Highers) at school of FE* colleges 
('qualified leavers'); young home^ntrants (aged under 21 years), mature 
home students (aged 21 years and over), and overseas entrants, -the suni of 
these three being total initial entrants'. The effective length of stay converts 
entrants to total numbers. In recent years, postgraduates have normally been 
projected through a separate flow model, rather than through the length of 
stay of initial entrants (DES 1978? App. II; CUA 1977, pp.37-38). The key 
ratios used relate to the majority group, namely young home entrants, and. 
are: ; 

1 The Qualified Leaver Rate (QLR) 

_ Qualified leavers . _ APR 

Single relevant age group (18-year^d) QPft 

2 The Qualified Participation Rate (sometimes. called the Opport- 
unity or Willingness Rate) (QPR)_ Young home initial entrants 

Qualified leavers 

3 The Age Participation Rate (APR) 

** c " ' ' . Yotfiig*home initial entrants ' £ *' * * 

^JL = : ; ; * 

Single relevant^ge ^roup (18*year-old) 

These rates can, with the relevant datdj be calculated historically and 
extrapolated into the. future for "each sex, for various levels of qualification < 
(eg two 'A' levels, scores greater than nine on three 'A' levels), for countries, 
and for sectors of higher education. The published projections of ypung 
entrants wgre probably tiuilt up from several subsidiary projections. To*hese 
were added projections, on necessarily different methodologies, for mature 
home entrants, overseas entrants, and, if not already included, postgraduate 
students. , v 

YOUNG HOME FULL-TIME ENTRANTS r < 

Full-time students who en tered higher education when aged under 21 
comprised two-thirds of the FTE home student load in Table 2.2,~{p.7P) S9 
the longest section of this chapter is 'devoted toTthem. Table 2.4 gives the 
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various' yatios defined in the preceding-section. 

Between 1960 and 1970, ;he Age Participation Rate for young home 
entrants doubled, roughly from 7 percent to 14 per cent. It peaked at 14 2 
per cent in 1971, but fell to 12.4 pefSnT in 1978 and remained steady for 
!«£f ^ rS * The Q ualifi ^ Participation Rate was as high hs 103 per cent in 
1967-69 but fell thereafter to 82 per cent in 1978, rising by only one or two 
per cent "since then. But the APR (and the corresponding QPR) thus 
presented are not firm evidence of a declining interesTof 18- to 20-year-olds 
in entry to higher education. In the QPR's fornjula, the numerator includes 
young home entrants who*, neither in the given year nor any other year are 
included in the denominator, because they have less than two 'A' levels'and 
•so are not 'qualified leavers' (heftce why the QPR has exceeded 100) This 
would not^ matter if their number were small and then-lproportion were 
consistent, but until the mid-1970s many entrants to teacher training in 
;England and, Wales-were 'unqualifed' in this sense. Indeed, they comprised 
15-16 per cent of afryoung entrants in the late 1960s. But the contraction of. 
teacher training and then the. raising of the normal entry requirements to two 
A levels reduced their number to zero in 1980.' Recently published APR's 
excluding such entrants show a^much smaller drop during the 1970s, from 
' 12.3 percent in 1972 to no lower' than 12.0 per cent with recovery to 12 5 per 
cent in 1980. The QPR on this basis weijt no higher than 88 per cent in 1969 
and no lower than 80per cent in 1978. If the figures were amended further in 
, recognition that ♦unqualified' entrants have been progressively excluded 
from other courses J (professioffal courses,, for example) the ratios might show 
negligible or no clear decline, only a plateau. Even so, a static participation • 
rate is contrary to educationalists' predictions: the working assumption for j 
' the past generation has been of continually rising demand for education, ,at ' 
least until it rea'ched the level already achieved in other advanced countries 
The reasons for this levelling off in admissions (and by implication in 
demand)must be a major concern of this paper. But it is important nofto be . 
- blinded *y the contrast .of 1962-72 against 1972-80, for the earliest period ' 
« stands in contrast to.the years before: the APRiva* stagnant in tTe late 1950s * 
and early 60s. Bylooking at participation rates for the 50 years from.1922 to 
"1972, Wilhams (1974) has detected a series of 10- to 12-year cycles in the' 
long-term trend rafe of growth, with a down-swing of about.4 to 6 years being 
followed by an up-swing of 5 to 8 years. The current down-swing has already 
lasted longer than the previous ones- and can be expected to continue 'for 
several years, but we do not yet know whether it is a minor departure from 
the long-term trend (with growthbeing resumed in due course) or whether it * 
marks a fundamental break with the past. 

r»fccJ h<! f ° ,lowing Paragraphs look at trends in the main factors usedin the " 
» L>ES 4 s projections: size of age groups; staying-on at school; and qualified 
leavers and their" destinations. * * * 9 1 
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S/ze of the Age Group 

The number of people aged between 17 and 20 — normally represented by 
the number of 1 8-year-olds — is usually held as relevant to the size of the 
intake "to higher education * rather than to the participation jate. 
Nevertheless, it is noticeable that the APR increased most rapidly in the years 
when the 18-year-old group fell in size from a peak in 1965 to a trough in 
1972. It is tempting to suggest that reduced competition afforded more 
^udents their first preference as to subject or institution, and induced more 
toenter higher education. But as the QPR also fell, this argument cannot be 
sustained: a rising population of qualified leavers vfcas the dominant factor in 
pushing up the APR rate. There does seem, though, to be some association 
between the size of the age group and the proportion staying on at school: 
this is mentioned below. What is in no doubt is that the 18-year-old .age , 
group peaks in 1982 and will fall over 13 years tfy 34 per cent rising again 
only in 1996. This compares with the fall of only 17 per cent over eight years 
. from the 1965 peak to the. 1972 trough. Its long duration reflects the decline, 
in fertility between 1965 and 1977, but there are good grounds . * . for 
assuming higher average fertility in the lotlger term than experienced over 
recent years' and OPCS's current projections imply ati increase of sane 40' 
per cent in the-., 18-year-old group from 1996 to 2009 (OPCS 1980; OPCS 
Monitor, 1980 Population Projections 80/1). 

Staying on at School " 
Full-time schooling is compulsory until the age of 16 (15 between 1947 and 
197£). Entry to higher education life, in England and Wales, at least two 
years beyond the minimum leavirlg age'. As for most people formal 
education, certainly as a full-time activity, is continuous, from the age of five 
until entry to employment (or is interrupted only for short periods wliil&v. 
entry to the' next stage of education is sought), the number and proportion of 
school children who eKet to stay in education after the school year in which 
they reach the age of 16 is at present a, perhaps the, major determinan%of 
the number of entrants to higher education. Indeed, Williams and Gordon* 
(1975) concluded" that *in general, the decision about going on to higher 
education at 18 appears very much^a subsidiary of the earlier decision at 16, 
despite the fact that staying on {after 18) means a change of institution.' < 

.They found, as have many other researchers,, that family background had a 
significant influence on subsequent educational intentions at age 16, but not , 
at age 18 (this point is considered further in the section below on 'social 
class). y - 

The point at which to start, though is the numbers^ who achieve the 
traditional prerequisite for ent^to 'A* Jfcvel courses in th^sixth form, namely 
five passes at 'CT level: 97 per <*nt in 1968 and 94 per cent in 197^of ^chpol- 
leavers with two^or more 'A* Tevel passes also had at least five passes at 'O' 

.level or CSE grade 1 (SE 1968; \ol, 2, Table 10;J977, 2,Jable 6). Since the 
raising of the school leaving age in 1972, it has not been necessary' to stay 
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beyond the minimum leaving age to sit *0* levels. The perce^e of the age 
' group who gain five or more < 0' levels in or before the fiftli vgafof secondary 
schooling is not published, but Table 2.$ *(p.73) gives^hepercentage so 
* qualified by the date of their leaving and is probably a found guide to what 
has happened in the fifth form. Ovefall, the* proportion feaving with five or 
more «0' levels rose from #.3 per 4 cent in 19i60/61 to 22.1 per cent in 
.1970/71, but thereafter moved \m more slfoyiy, only to. 2&7~ per cent in 
1976/77 and no further by 1978/7^ In addjtickmdre of tfiosp 50 qualifying 
; have left school before entering the 'sixth fofm. In terms of Table 2*5(A) 
(England and Wales), those leavers aged 15 to 16 were 23.8 per cent''of all 
qualified leavers in their cohort in '1968/69 ancT25.3 per cent iji 1974/75; in 
terms of T ; able 2.5(Q (England only), thcfceJeavefc were 19.0 per cent in 
1974/75 and 22.4 per cent in 1976/77. At most only a quarter <Jf4hem in 
1977 left to take full-time 'A? level courses at FE colleges (SE 1977, Vol 2, 
Tablc'l). . * \ a • , - 

1 The 17 T year-olds-at December^January in any academic year embrace 
most of those who are in the .second year 'of a 'A' level course in .school pr 
further education and may qualify^or.higher education. Table 2.6 G>;74) 
gives the percentages of that age mfo.in various forms of education up to 
19.76/77, and Table 2.7 (p.75) gfvi^more recent' figurgs for the 1648* 
year-olds. The proportion still itf school rose continuously for 26 years ffom 
1946/47, passed 12.5 per cent in 1962/63 and peaked at 20.8 per cent in 
£972/73; it draped slightly for thfee y&vs an^has since 'held stead^at 
•axwd 2\ per cent. Full-time 'attendance at FE cfljljfcges (which include 
few tertiary colleges) continued to rise r-though" p^sKjJy. because bf a shift 
from part-tirhe study (which is falling) rather Jhan fr<^?tchod.^deed, the 
increase in 16-18 year-cads on full-time NAFE' courseslbas, at^tttst since 
1973/74, been on the non-GCE courses which in that ye«^catered 4.7 per- 
cent of those, age groups' and 7.0 per cent in 197&/79r the proportion cm' 
fulktimc'A* levels in berth, schools and FI? colleges movfH from 15,5 to only 
16.0 per cent over the same period (Table 2.7)T* A - 

Qualified Leavers" : x ' *t» 

Hence it is no #prise that the proportion of the relevant age groap gaining 
two or motfgwfcvel .passes doubled during the 1960s from 6.5 per cent in 
1960/61 to 13.9 per cent in 1970/71, was steady for the next four years, rose 
to 14.8 per cent in 1976/77 (Table 2.8(A) p/76) and remainecj constankfor*t 
least three years (Table 2.8(C)). The Qualified Leaver Rate,,QLR, is a 
measure of the same phenomenon for<}reat Britain,, the figures for the same 
years as above i being 6.& 14.2 and 15.2,' followed by 15.0 fOT 1979?80 
(sources as for Table 2.4; p.72). the proportion of those qualifying who cjid 
1977/7? C ° llege9k alS ° doubled in the 1960s and continued to rise until f 

If we look at the destination of the school-leavers with two or more 'A* , 
levels, we find that a" growing proporticm of them has .been entering 

» _ 
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employment rather tfjan full-time further or higher education. In 1967, 21 
per cent did so; and ten years later, 29 per cent (Table/O, p. 77). The trend 
has been even more marked among the' leavers with 'good' certificates, that 
is, with at least grades CCC or the equivalent: the proportion entering 
employment rose over the same period by two-thirds, from 9 to 15 'percent." 
These figures include leavers ~ intending to re-enter full-time edujpion 
thirteen or more months later, but some of that growing number do nc^take 
up the places held over for them arid in fact enter permanent employment; 
anyway, the picture is basically the same if they are excluded. 



Discussion . 

On the evidence so far presented, three main trends can be seen behind the 
declining proportion of the age group entering full-time higher education 
since 1972: first, the proportion of the age"gro"P who, during corrfpulsory 
secondary schooling, achieve the normal qualification for 'A' level^courses T\ 
has levelled off; secondly, the proportion of those who stay on and pass two or Cl^ 
more 'A' levels but who leave for employment rather than remain in full-time 
education has risen; and thirdly, young people with less than two 'A' level 
passes have had their opportunity of entry to higher education diminished. 
The last arises directly from the curtailment of teacher training and the 
raising of the entry standards to those and other courses. The Robbins 
Committee assumed that the proportion^ school-leavers entering higher „ 
education with each level of GGE qualification ijrom five 'O' level passes 
upwards would rise, to the same degree (HE 1963, .App. I, p. 132). As the 
Committee did not expect tpuch change in the proportion of those with five 
or more *0* levels who went cm to gain 'A' levels, its projections implied a 
roughly stable distribution of entrafils from schools with each level of qualify 
cation (p. 108). By 1970 the DES seems totftve abandonedithis aim: as 
teacher"training"contracted it did not expect places for all the 'displaced' 
school-leavers with less than two 'A' levels to be provided elsewhere in higher 
education. On the projection published at the time, the proportion^ school- 
leavers with one 'A' level who entered higher educatipn \YOuld dfop from 48 
per cent in 1967/68 to 35 per cent in 1976/77, and with five or more *0' levels 
' from 10 per cent to 5 per cent (DES 1970, p.7 and Table A). What exactly 
hasjtiappene^J to these leavers cannot be detected with any accuracy from the 
published statistics. j ^ 

' Three lines of explanation for the other tyto trends will be discussed: 
first, policies and practices in secondary schooling; secondly, the competing 
attractions of employment; and thirdly, whether the gap has widened 
between what qualified leavers may be seeking in higher education and what 
is available.' 

In looking at secondary schooling we may start by reverting to the effect 
of the size of the age group. Halsey et al. (1980, p.l 19) have^noted, for 1945 
to 1970, a marked inverse correlation between the total jiumber of male 
school-leavers and the proportion who^tayed 4n until at least the age of 16. 
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What this may indicate is that teachers seek to deter marginal candidates 
from^ontinuing their education when the cohort gets larger and encourage 
them topontinue when it shrinks. The relationship is less in evidence for 
17-year-oljisf perhaps because most of these are in the second year e of .the 
sixth form and the marginal candidates are likely to be those who are only 
retainable for one year. Even so, though the proportion of 17-year-olds in 
school rose steadily right through the large age groups of the mid-1960s, its 
levelling off has roughly co-incided with the trough of 1969-70 and the 
renewed rise in the age group's size (Table 2.6, p.74). A similar effect might 
be expected in the proportion gaining five or more < 0' levels. Even though 
the 'fifth year of secondary schooling is compulsory, the staff in a 
comprehensive school maJT^vell not expand the *0' level stream in 
proportion to the greater size of the cohort;' certainly in a bipart^e system the 
grammar school places are likely to be effectively a constant number 
irrespective of the short-term fluctuations in the age group. Indeed, Ihe 
proportions of leavers with *0' levels inscribe a line parallel to that for staying 
on (Table 2.5,\.73). ' • - 

It would be reasonable to expect the raising of the school-leaving age in 
1973 to increase the proportion gaining good *0' level certificates and staying 
on beyond the minimum age, because the point of decision is now delayed 
until after the first public examinations. In fact the aggregate statistics show 
no appreciable increase, nor are there any special studies suggesting that the 
*0' level *and staying-on rates might have been lower but for the leaving age 
* being raised,. - 

The major structural change in secondary schooling in the past fifteen 
years has been its reorganization on comprehensive lines. The consequences 
for higher education are discussed in Gordon's chapter in this volume. 
Suffice it here to say that reorganization was expected to increase demand for 
higher education, particularly by working-class children (eg Neave 1975, 
p. 17); that as yet there is no conclusive evidence of this happening; and that 
the co-incidence of reorganization and the levelling-off in staying-on, etc., 
has* given rise to the argument (by. the present Secretary of State for > 
Education, for example) that the former is responsible for the latter (Fifth 
Report, p.528). % t 

The competing attractions ^ of employment as against continued 
education have been examined statistically by Pissarides (1981a,b) who has 
presented regression analyses of 16-year-old staying-on rates and of qualified 
leaver' rates against the initial earnings and the present vaiue of lifetime 
earnings of manual workers. against unemployment rates for graduates, and 
against consumer expenditure. His conclusions are that the main reason for 
* the slow-down in staying-on in 1*969-72 was the increase in the ratio of youth 
manual earnings to^iew graduates' earnings, but that in 1975-78 the most 
important variable for boys was 'the decrease in real consumer expenditure 
and for girls was a fall in the relative demand for qualified women; and that 
the same factorsjn general serve to explain the reduced demand for higher 
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education Xwo years later. Some raw data on gross incomes are given in Table 
2.10 (jp.78), and show that between 1965 and 1?80 for young people they 
rqse by a factor of 7.'5, for adult men in manual jobs by 5.9. for adult men in 
non-manual jobs by 5.5, for graduates on entering employment by 5.0, and 
for students (in .the form of the maintenance grant) py 4.2. The acceleration 
of juvenile wages has in part come through trade union pressure to eliminate 
•cheap labour'. The relative decline in graduates' starting salaries is 
presumably explicable by the great increase in the stock of highly qualified 
manpower /The number of such peogle^available for work has been predicted 
to increase by 64 percent between 1971 and 1981, but the number of jobs, of 
the kind held by them in 1971, to increased only 31 per cent (Butler 1978). 
The resulting movement of graduates into new areas of emplgyment has 
undoubtedly been faster in recent years, particularly into lower' grade jobs, 
with depression of average Starting salaries. Gordon's chapter in this vplume 
cites evidence of how^ 6-year-olds have clear (if not necessarily accurate) 
perceptions of the higher earnings associa^d with higher qualifications., 
^ssarides (1981a) concludes that rising registered" unemployment has' 
encouragec} staying-on at school, but Gordon in this volume suggests that 
unemployment benefits and payments tmder (eg) the Yoiph Opportunities 
Programme can act as a positive incentive to leave. 

Thcthird explanation to be considered js whether the gap has widened 
between what qualified leavers may be seeking in higher education and what 
is available. In one form this question is the obverse of the question of 
whether reorganization an 'secondary schooling has contributed ip the 
levelling off of the APR: has higher education failed to adapt itself 
sufficiently to the changes in the form and content of secondary schooling?. 
Discussion of that question, which is explore^ by Fulton in Chapter 1, lies 
beyond the quantifying approach of this chapter, which will be confined to 
the more mundane question of whether entry has become easier or harder. , 

The 'degree of competition' over time can be measured only in terms of 
the 'A' level scores of successful applicants for, by and large, universities * 
only. Over the last twelve years (Jables 2.11(A) and 2.13, pp.79 and 81), 
scores rose from 1968, dropped in 1974, and have recovered since then. For 
in$ta*ce the proportion of 'A' level entrants with only two passes was '(town to 
13.8 per cent in 1972, rose to 15.6 per cent in 1974, but fell back to 14.1 per 
qent in 1980, while those with scores of nine or^more on three passes were 
' 4 62.9, 58.4 and 61.7 per cent. Given that on average 'A' level entrants to* 
universities have better grades than entrants to AFE (CUA 1978, p. 17) and * 
that the universities have in recent years, taken a growing share of all new 
entrants to higher education (Table 2.11(B)), university entrants' grades 
might have been expected to fall. But as at the same time the 'O' level/oAe 
•A' level entrant has been progressively excluded, the proportion of all home 
entrants with two or more 'A' levels has risen. Hence an assertion that entry 
has become more competitive (for qualified leavers) cannot be founded oh 
this* evidence. Indeed, an analysis,^ yet covering only the years 1977 and 
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1978, of the.perceiitageof those who passed VV level in a given subject and 
were accepted for admission to university, shpwed that the percentages went 
up in most main subjects, and down in none, between the two years 
(Standing Conference on University Entrance, paper 80/14). " 
- • If overall it is not more difficult to enter higher education, are there 
mismatches between supply and demancj by subjects and types of courses? 
The demap4 for subjects at degree level has its roots in the schools where 
important subject choices are made from age thirteen onwards affecting the 

' 4 courses in higher education for which a pupil will be qualified. The simplest 
indicator of changes in subject choice at school is trends in the distribution of 
'A 1 level passes'. The figures sjiowlhe continuous decline in mathematics, 
physics and chemistry (together 43.74>er cent in 1960, and 29.0 per <?ent in 
1977), of Freiwh, German atffl^in (12.5 per cent and 7.2 per cent), and the. 
rise of soqiarScience ancHocational subjects jfmainly accounting) (10.4 per 
cent and 25.5 per cent). The combination of W levels passed by (ftialified 
school-leavers show that 50 per cent of male leavers in 1964 were science 
specialists but only 41 per cent in 1976. Over the same period, though, the , 
proportion of boys passing botlrscience and non-science subjects rose from ' 
11 per cent to 21 per dent (Table 2. 12(B), p.80). One of the significant points 
about the synng away from science is that a consistently laiger proportion of 
science specialists enter higher education than do students 1 Ming other 
combinations^ 'A^ levels - in 1976, 73 p$r cent as against.55 per cent, with 
. the students taking both science knd non-science subjects tending tt> follow 
their non-science colleagues (Table 2.12(A)). The treitf towards mixed % A' 
levels may be one consequence of secondary school reorganization creating 
larger sixth forms offering more subjects (Neave 1975). Institutions may have 
failed, or beefr unwilling, to adapt their entry requirements. and courses 
sufficiently, particularly in the science, to attract this new clientele.' * 

; * The trends at W level do not translate themselves directly into-trends in 

^ subject choice at entry to higher education. The picture here is complicated 
by the appearance of subjects^ot studied at school, the various combinations 
of <A' level subjects possible for entrance to a particular degree subject, and 
the supply of places. Nevertheless,' most entrants«*probably embark on 
courses within the same broad subject field as their 'A 1 levels (Sfe 1977, Vol. 
2, TabW 14). Table 2.13 attempts to show whether it has become easier or 
.harder to enter a given subject relative tp all subjects. The 'competition 
factor' is the ratio of the percentage of three W level entrants in the subject* 
with a grade^core of nine or more to this percentage for all subjects ,(CUA 
1978, pp.32-35). Thus, for universities in 1980, the percentage was 72 per 
cent ( = 1.0), for medicine and dentistry 88 per cent (competition factor, 
J. 23), and for engineering tod technology 64 per cent (0.89). 

Th ^ changcs since ^ in the rankings of the five groups'trf subjects 
which-etn be analysed are striking. Medicine $nd dentistry have moved up 
from 0.86 to L23, and social studies down from 1.14 to 1.02; arts was at K00 

- in 1968 and at 1.03 in 1980, but was leading the field in 1969-71 at about 
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1.15;*engineering and technology has moved tap fronj^ow point of 0.77 ii^ 
1-972, and science has been consistently between 0.91 aria 0.95. The irfedical 
group has seen a radical transformation in its competitive position, and has* 
widened the spread of the competition factors. But it admitted only 8 to 9 per 
cent of the W level entrants to ttfe five groups, and the spread of the factors 
across^he other &dr groups (which take over 85 per cent of all three 'A' level" 
entrahtsH^yj^Wed over the years, suggesting a better match of supply 
against demand. 'Competition factors' for entrants to CNAA first degree 
courses, available only for 1970-74, tended to move in sympathy with those ' 
for universities (CUA 1978, Table 20). 

What the competition for thc^medical group reflects is the growing 
demand in the 1970s for entry to Vocational' subjects, and what happens 
when the number of places is rigorpusly. controlled by factors Qther than 
applicant deniand. Table '2.14 (p.82) gives the competition factors for, 

, individual vocational subjects which can be identified in the UCCA statistics 
and also the extent to which'home admissions rose over ten years. Apart from, 
the medical subject* and architecture, all increased their intake more than 
the national average, and all became relatively more competitive. That they 
did so may be taken as further evidence of school-leavers' awareness of the 
labour market, though in some cases they must also reflect the rise in 
required qualifications for entry to the profession concerned. Nevertheless, 
aside from the medical subjects and law, the proportion of entrants with high 
scores on three 'A' levels was, even in 1980, below the overall figure. 
Meanwtfile in AFE the provision in most of the same fields" has expanded: in < 
the five years to 1978/79 by 51 per cent in business stucUefc, accountancy and' 
law, and by 25 per cent in professional and vocational Studies, when the total 
of full-fime students fell .by 7 per cent (Fifth Report, p. 10). 

The closipg section offers some speculation 4s to how the various factors 

.reviewed above may operate in the nefct few years to affect the Age ' 
Participation Rate. This section may conclude by emphasizing that no clear' 
picture can be drawn from the available .data of the flow of young people 

t through education in the five or so years following the minimum leaving age, . 4 
at least not in sufficient detail to make informed predictions about flows into * 
higher education; and by hoping that the fourth follow-up of the National 
Child Development/ Study's 1958 cohort will b$ asking the appropriate 
questions. ' 

MATURE FULL-TIME STUDENTS # 
Whereas entrants to higher education who are .aged - under 21 on 
31 Decemberfollowing.are, in official parlance, *young\ older entjants are 
'matured The implicit assumption in the DES'« method for projecting 
numbers js that the young entrants arrive on the wave running through the 
eduqatiorial system from the schools and FE colleges, but that entrants who 
have passed .the old ag$ 6f majority are sufficiently distant from their 
compulsory and sixth-form education for them not to be viewed as delayed 

69 
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entrants from their respective 18-year-old cohorts. Wkh <the Increasing 
availability of 'A' level courses in FE colleges, this assumption that a student 
can only 'lose' two years without being detached froip the main stream may 
be less sound than it was 1Q^ 15 years ago; indeed studies particularly 
concerned with mature studeritsifave'taken 25 as the age limit (Whitburn et 
al. 1976, p. 122; Wynne 1979). But we do not know, for instance, what 
proportions of mature entrants obtained the qualifications on which they ^re. 
admitted when they were a*ed 16-19, or when they were no longer of school 
age, or ar<5 admitted withouf the normal qualifications. (A small sample of 
degree students in 1970-71 yielded proportions of roughly 50:35:15 (Hopper 
andOsborn 1975, pp.69-71), Sofhe of these questions, and others alluded to 
below, may b$ answered by*a DES-funded research project on *mature 
» student participation ih education' which is in progress. The fact of the 
* matter for the moWnt is that the DES tends to look at mature students as 
absolute numbers rather than proportions of age groups, and the same- 
approach is adopted here. This section lodes at the minority of full-time 
students whoare rfiature and the following section at part-time students, of 
whom the majority are mature. 

The Robbins Committee did not consider it necessary to distinguish 
between young and mature full-time entrants. It seeigs that in 1961/62 
mature entrants numbered about 10,500, or f 14 per cent of all home entrants, 
'and presumably no increase in that proportion was anticipated (HE 1963, 
App 1, Table C.3). By 1966/67 the number and proportion "had ri?en to 
17,700 and 16.5 per cent; both rose sharply in the next two years to 27,700 
and 22.1 pei*cent; the proportion then remained fairly steady until the later 
1970s when it moved up to 24 per/ cent in 1979-81, representing 35,200 
students in 1980/81 (D^S, SB12/80; 6/81). The increase in the 60s, until 
1968, may be largely attributable to deliberate recruitment of older people 
into teacher training. Thereafter the. increase has been jhainly on other 
courses in the public sector and has more thajrr compensated for the fall in 
teacher training admissions since 1972. The ratio' of mpn to women has 
remained fairly constant at around 60:40, but Table 2.3 (p.71) suggests that 
the women are on average older than the^men, the men:women ratios in the 
three age groups being: 21-24 years 69:31; 25-30 years 63:a7; 3*0+ years 
44:56. 

The main explanation is presumably to be found in women returning to 
education after bringing up children", but a recent study in Sheffield has also 
found that women mature students tended to have drifted frop school into 
dead-end temporary jobs which did not reflect their true ability and suggests 
that their under-representation in the 21-24 a*e group is for the same reLon 
as for leaving school, namely insufficient motivation (Roderick 1981). Taftle 
' 2.3 (p.71) also implies that the older the student is the more likely he is to be 
r taking a vocational (non-degree) course. But the evidence on subjects studied 
is inconclusive. Students aged 25 and over in polytechnics in 1972/73, 
relative to students of all ages, were over-represented in the miscellaneous 
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/ professional and vocational subjects', and under-represented in the 
' j ^humanities and art (Whitburn et al. 1976, p.lStf); but in the universities the 
mature students are concentrated in the social sciences find humanities 
(UCCA Stat. Supp., Table B2)/ 

J^o systematic explanation can be offered of why so many more mature 
students have embarked on full-time courses. Compared with 10 years ago, 
i . rrtandatory maintenance grants for tliem arfe more readily available and hav? 
• become a littj^more generous relative to those for young entrants, and, at 
least until the last few years, local education authorities have used their 
discretionary power to make awards. But the economic arguYnent that the 
rate of return on a degree has fallen must apply also to mature ^tudents. It 
may be that there has long been an unsatisfied demand, and that a crucial 
factor has been a more liberal attitude towards entrance requirements on the 
part of universities, colleges and the CNAA — an attitude perhaps in part 
induced by fhe*unexpected stagnation in demand from school-leavers. 

PART-TIME STUDENTS 

At most there were 17,000 *young' entrants to part-time higher education in 
1976/77 (compared with some 95,000 to , full-time), giving an Age 
Participation Rate of about 2.3 per cent (Table 2.3, p.71). Only a small 
minority are likely to have been admitted on the strength of GGEs passed at 
school; the majority will have takeira*non-advanced FE course (eg QNC or 
, an intermediate professional examination) between leaving school and 

starting a higher education course. *Jhe "part-time APR in 1961 was about 
3.7 per cent (HE 1963, App. 1, pu39), so it ha$ declined over 15 years by a 
> third, compared with a doubling of the full-time APR (Table 14, p.72). The 

decline is in part because of the expansion in full-time places and in part 
because entry standards have been raised by professional institutions. For 
example, if an aspirant to the accountancy profession has toxoid two 'A' 
.level passes, he may as well take a full-time degree course in tttat jbr a related 
field as enter a training contract and a part-time professional-course; and 
with the academic qualification for a chartered engineer raised to a degree it 
is doubtful whether ps/f-tirae degree courses have expanded to compensate 
for the loss of the route through HNC. 
< The proportion of part-time students who are 'mature^ has increased 

and now comprises the great majority : 81 per cent in terms of entrants (31 
per cent aged 21-24, 23 per cent aged 25-29, and 27 per cent older), 
compared with 2$-per cent of full-timers. Of part-timers entering 
universities, perhaps a third are on sub-degree . courses in extra-mural 
/ departments, a third on degree courses at BirkbecR College London, and a 
^ ^third on*degree courses elsewhere (unpublished USR statistics for 1978/79' 
• show fcne-tl^rd tc>(be)over$eas; this pattern is assqmed not to be replicated 
elsewhere in part-time Wgher ecJupation !) t At beast a substantial minority on 
degree courses have high&tcftcation^aaUficatioii already, as graduates 
taking specialized degrees oc changing tfieir field of study or as qualified 
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teachers seeking graduate status (Hopper & Osborn 1975, p.66; SE 1977, 
V6L 6, Table 16). The same is probably true of Jhe 3000 or so AFE part- 
timers fn Table 2.3 (p.71) who were on degree courses, as nearly a third were 
on .education courses (CNAA Annual Report 1976, Table G). It shfiuld be 
- noted in passing that in total there were sane 9000 UK ^residents registered 
as ♦private* study students for external degrees of the University of London, 
half of them in law — a Subject not yet offered by the Open University <° 
.(Wynne'1979, pp.64, 67). But it is the Open University which now offers the 
main route to a degree by part-time study. Again, though, a large proportion 
already have higher. education qualifications:, of the 1977 entrants, 48 per 
cent did, mainly (27 per cent) a teacher's certificate or equivalent (OU 1980, 
Table A#4). But the university's intake is much more heavily weighted 
towards t{ie over 30s than Jhat of the rest of part-time study. 

Although the proportion of part-time students on first degree courses 
greatly Increased during, the 1970s,; it was still only about a quarter in 
1978/79 (postgraduates excluded; Table) 2.2, p.70). The bulk of part-time 
work therefore remains ^the direcfly vocational coui'ses in further education 
colleges for 1 toe HNC, BEC and TEC higher ^ certificates and professional %J 
qualifications: indeed of the part-tims first-year ; students in AFE in 1976/J7 
.only 4 per cent were on degree courses (Table 2.3, p.7 1; Fifth Report, p.594). 
The number of students on such courses increased s&cply at all during the** 
1960s, but the ratio of day to evening attendance, movtd from"50:50.tofe7:33, , 
representing a substantial increase in student hours and throughput. 
Evening numbers have remained fairly constant, and the sizeable increase 
(on all AFE courses from 108,000 in 1972/73 to 156,000 In 1980/81) Jute f 
been almost wholly in day attendees (Table 2.1, p. 69). ^ ' r 

There have been striking changes in the distribution o£ these part-tim.e x 
students between subjects and by sex, almost, as striking as 'the changes 
among full-timers induced by the cuts4n4ea cher trafoftig. Th e s e ^re shown 
by Table 2.15 (p.83) (which also covers degree and *posteraduate .students). 
The proportion of women rose from 8.1 per cent in 1967/68 to 18.3*per cent 
in 1977/78. .Engineering and technology dropped from having 45 per cent of 
the enrolments to 28 per cent, though the last two years have see© a marked" 
recovery to 33 per cent — representing a numerical increase from 34,000 in 
1972/73 to 47,000 in 1980/81. Social, administrative and business studies, 
on the other hand, moved from 32 per cent in 1967/68 to 50 per cent ten ' 
years later, ppaked in absohtfe numbers in 1979/80 and have dropped in 
1980/81 to 45 per cent. The swing away from engineering was in part a 
reflection of women's increased participation but must also have reflected the 
pattern of recruitment into employment with the rapid growth of the service 
sector; - ' 4 { 

WOMEN ^ 

This brief section is largely a commentary on figures presented in preceding 
sections. Some of these figures are summarized in Table 2.K5 (p.84),* as the 
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ratio of women to 100 men, and this form of ratio is used below. As the ratios 
have been calculated from the tables, and as the data for the tables are often 
in*them$ elves estimates, there maybe fairly sizeable cumulative errors, so no 
significance should be placed onsmall differences between columns and lines 
in Table 2.16. ^jL 
Since 1970 girls have been as likely as boys to leave school with five o^ 
more , 0' levels, having been slightly behind in the 1960s, Only in the last 
couple of years have they stayed at school until age 17 to the same extent as » 
boys, but the narrowing of the gap has been considerable since 1960/61 whefi 
the ratio was only 78. The pattern of 17-year-old girls' attendance in non- 
advanced FE is very different from boys', because day release from 
employment is much less widely available, and for school and NAFE 
combined the ratio was 84 in 1976/77. Roughly the same ratio applied in that 
year to students gaining two or more 'A' levels, but had beetn as low as 59 m 
1960/61. Girls are more likely than boys to g£t only two 'Revels: the ratios 
for those gaining three or more 'A' levels weri#75 anl 49 in^the same two 
years. - * * t 

. ^ At the point of entr? to* higher education the picture is more 
I complicated. The ratio was 79*in both 1966/67 (the earliest year fpr which 

* figures are published) and 1980/81, but was higher and lower in between, 
because of the expansion and contraction of teacher training. ThVbulk of 
entrants to teacher training with less than two 'A' levels wefe woiqeji\3.2 per 
cent of the' age group, compared with 1 per cent for men, around 1970, in 
terms of Table 2.4 (p.72). If these entrants are excluded, that ratio shows a 
consistently upward progression, from 62 in 1966/67 to 79 in 1980/8 LJhe 
rising proportion of sixth-formers who are girls, combined with their tijftnc 
ijearth among 'A' level candidates in the sciences, must be a partial 

„ explanation for the shift in the '/Flevel leavers ajvay from the sciences — and' 

• towards the^ 'A' level specialization from which progression to higher 
.education is less usual (Table 2. 12, p.80). If r in 1976/77, the number otmale 
and fefnale qualified school-leavers had been the same and the progression ' 
rates for each specialization had applied to each* sex separately, 6 per cent 
more boys than girls would have entered higher .education, giving a ratio of 
95. Hence the fall in the Qualified Participation Rate may be partly due to 
the increased proportion of women among the qualified leavers. 

As to the. question whether the five 'O* or one 'A' level leaver who in 
earlier years would^have gone into teacher training has found another route 
into higher education, no firm answer can be given- The marked increase in 
the y^PR for women in 19^0/81 may indicate a further narrowing of the gap 
between men and women among qualified teaVers, while the growing female 
pajftidpatjpn in NAFE (particularly ftill-time) njay indicate that the less well 
qualified will come (or are coming) into higher education via an intermediate 
course. * 

v With regard to women among mature and part-time students in higher 
education, the ratios are nujch less favourable. They stood, in 1976/77, at 
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only 64 for full-time entrants aged 21 and over and at a mere 28 for all 
part-time entrants (Table 2.3, p.71). Nevertheless, there has been a major 
improvement in part-time enrolments in AFE, from 9 in 1967/68 to 23 ten 
years later (Table 2.15, p.83). 

SOCIAL CLi^SS 

Classifying ^pdents hy social class usually entails no more than grouping 
flhem by their parents' occupation, and does not explain why those from one 
class'should be-in a better position to benefit from formal education than 
ttfose from another. ?]Pat, more important are those attitudes, home 
environment, parental expectation, membership of anti-school peer groups 
and subcultures which, whilst ttagnselves highly correlated with social class, 
are nevertheless present in each and every social grouping, albeit in varying 
degrees' (Neave 1976, p.77). Nevertheless, social class is a convenient 
shorthand. 1 % 

It has been repeately shown that, for young people of equal ability, the 
likelihood of continuing' in full-thjie education after the minimum 
school-leaving age diminishes the lower the social class of their parents (see 
Gordon's chapter in this volume for references). A recent study covering men 
born between 1913 jmd 1952 shows that since the 1944 Education Act the 
disparity between classes in staying-on at school has narrowed, though 0 
remains wide (Halsey et al. 1980, Tables'8.10* 8.11). In 1975-76 a young 
person aged between !^ and 19 was four times more likely to be in full-time 
education if the father was in a professional occupation rather than in 
unskilled manual work; for someone aged 20-24, the disparity was twelvefold- 
(OPC? 1978, Table J.3). 

Most evidence orrffle social class composition of higher education is 
presented in terms of a percentage distribution across the Registrar. 
General's classes: 

I ^Professional, etc.', occupations ) 

II .Intermediate occupations- % > hereaftef ^middle class' 
IIIN Skilled occupations — non manual J v 

IIIM Skilled occupations — manual ) 

IV Partly skilled occupations > hereafter Svorjcing class' 

V Unskilled occupations • J. 

N/C Not classified (iqcl. armed forces) »■ 
Comparisons over time should (but do not) take account of the changes 
,in t the distribution of the whole population (eg of fathers of 18-year-o!ds), 
which have been away from the working and towards the middle class, and of 
changes in the allocation of occupations to classes. 
* , Table 2. 17 (p J$5) brings together percentage distributions from several 
soruces of varying reliability, so not too much significance should be placed 
on small differences, especi&UVjn* view of # the range, of proportions *not 
classified'. Nevertheless, th^iblfcwing deductions can be made with respect 
to full-time students. EirsC the representation of the classes among pupils 
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staying in full-time education after the minimum leaving age to take 'A' * 
levels is already unequal, in part reflecting the fact that middle-class children " 
are twice as likely as working-class to get five or more 'O' levels in the fifth 
form (Gordon 1980, Table II). Similar distributions are found among 
full-time 'A' level students in both schools and FE colleges, so the latter are 
not offering an alternative route particularly for working-class children. 
Children from classes I and II comprise about 24 per cent of theirage group', 
but take about 60 per sent 0 f the places on 'A' level courses; class I UN is 
roughly in balance at 10 and 12 per cent, but in IIIM the balance is clearly 
the other way, with 38 per cent of the age grotf|* having only l&per cent of the 
places, and eyen more so in IV and V, at 23 and 8 per cent. Secondly, the 
social compositior^lF the university intake has scarcely changed over 25 
ye^rs, even though by the later years the universities had been augmented by 
' new foundations and by the ex-CATs. Indeed, figures for the last few years 
suggest that the proportion of entrants frdm classes I and II is increasing 
(UCCA Stat. Supp. 1978-79, Table E5). Thirdly, the FE and teacher training 
colleges' profiles in 1961/62 were less weighted than the universities' towards 
class I and ^1. Thus for working-class men the proportion were; universities 
26; full-time AFE about 38; teacher training 47. But the figures for 
polytechnic students in 1972/73 suggest a marked shift in AFE towards the 
middle class. Fourthly, older students in universities are only marginally 
drawn more from classes IV and V. 

Part-time students are drawn much less from classes I and II, generally 
around 30 per cent against 50 per cent (or full-tinkers, with class IIIM being 
better represented, at 35-50 per cent against approximately 23 per cent, and 
\IV and V at 16-20 per cent against approximately 9 percent. But. if the 
present occupations of mature- part-time students are analysed, these are 
found to conform more closely to the distribution for full-timers' fathers, 
even exceeding, at 82 per cent for the Open University, the highest recorded 
proportion for universities from classes I and II, namely 71 per cent for 
women entrants in 1955. >yhat this reflects, of course, is the large number of . 
part-time students who are improving qualifications which they have already 
gained in higher education and are using jn employment. Presumably if these 
student^ could be extracted, the figures fb£ Initial entrants' would be more 
heavily weighted towards the working class. * * 

Age Participation Rates by social class are harder \i come by, Wit Table 
2.18 (p ; -86) gives estimates for c.1961 and c.1977. These suggest that f& the 
middle* class the itPR rose from 19.5 to 26.9 per- cent, and for the working 
class from 3.2 5.0 per cent, and that therefore the 'disparity ratio' 
' narrowed only slmtlx, frorn 6.1 to 5.4, during the massive expansion of 
higher education iff the 1960s and 70s. 

Two hypotheses about the effect of these wide differentials on the future 
trend of numbers in higher education need-to be considered: 

1 . "That a rising proportion of all children are being born into middle- 
class families and that, other things being equal, the overall 
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participation rate will increase. * , ; " • • 
J 2 That the depressed participqti&L ratefc fen- children of given ability 
from the lower classes compared with the higher show there to be 
' > much untapped talent 'which, through appropriate educational 
policies, can be reached.by higher education. 
The first hypothesis is based* on the occupation of the father as reported 
/at the registration of legitimatize births: Between 1970 and 1978, births to 
classes land II rose by 1 .3 pejknt and to the other classes fell substantially; 
class IIINby28.3 percent, HIM fey 32.8 per cent, IV and Vby 33.5 per cent.* 

t Although many caveats should be entered ^interpreting these figures, the 
difference between classes I and II and-the rest is so great thatin the main it 

* must be due to felling mean feniily size in classes' III-V because of wider 
diffusion of efficient contraception (OPCS, Birth statistics 1978 Series FM1, 
No. 5, Table 11.1). If th'e'APRs by class for c.1977 are applied to the live 
births in 1970 and 1978, overall jates of 12.0 per dfent and 13.8 per cent 
result, the latter meaning 9400 more Entrants frotft the 1978 birth cohort, 
due to arrive in higher edition in 1996. An increase of this size would not, 
on its own, compensate foe the shortfall in young t home entrants from the 
1980/81 level caused by the decline in the total* size of the age group. 
Assuming a stable 12 per cent ..APR, this decline would amount to 
approximately 36,000 new entrants (DES 1978, Table 5). Furthermore, the 
reduced proportion of births to workipg-cl^ss parents probably reflects a fall 
in average family size which* given the well-established link between early 
leaving and large, jfjaniilies, may also increase demand for higher education. 

The second hypothesis has found official-expression in Model of the 
government's discussion paper of 1978, Higher education into the 1990s: 
there is also the possibility of taking positive steps as a matt%of social policy 
to encourage participation by children of manual workers to approach jnore 

closely the level of participation by children of non-manual workers It is 

at least possible that participationr by Ohe former) will by th^i990s be as , 
much affected by the gathering impact of policies in the fields of hcysing, 
health and the social services g&neriilly as by educational policies* (DES 
1978, para; 32). ' . » . 

The hypothesis is given theoretical form by Halsey et al. (1980) in terms 
of observed trends in boys staying on at school until age 16 or later but can be 
seen as applicable .to later stages of post-compulsory education. They suggest 
that the numbers staying o^ will Start off from a loW baie fc will then increase 
more or less rapidly before finally levelling off as the "saturation level" is 
reached. This will give a curve shaped like an elongated "S". If we draw 
separate curves for each social-class, the service-class, curve will reach 
saturation' first apd the working class last/ The authors' estimates of what , 
the saturation levels would have been if the school-leaving age had not bebn 

t raised are acknowledged to Contain la considerable margin of error, but they * 
dp suggest that there would eventually have been a. striking narrowjng f of 
class differentials. The mqst conservative estimates suggest that in another 
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twenty or thirty years . . .' the differences between the service (professional/ 
managerial) and working classes would have harrowed from 47 per cent for 
the 1943-52 cohort to 20 per cent. These differences, would imply that the 
threshold in terms of measured ability would be approximately the same for 
both service and working-class boys. Applying the same technique to staying 
on until 18 or later, they suggest that, the three logistic curves are less well 
advanced, and that the eventual inequality will be greater than at age 16 — 
and even more so if lines were traced for higher education. Nevertheless, 
working-class participation in higher education' would eventually lift off from 
the low base at which it' still is. Halsey's study ends with boys who were aged 
18 in 1970. Edwards and Roberts (1980a, b) take a less optimistic view of the 
diffusion of demand for higher education down the social' scale. They argue 
that the escalation <>f enrolments between 1955 and 1970 resulted from the 
professional and" managerial classes putting greater^alue upon higher 
education^ as an avenue for retaining social and economic status. 
Recruitment increased less rapidly i^TTte 1970s in part because for some 
groups saturation level may have been i?ached.. But among the rest, ie the 
majority, of the population no real perception of higher education's nature 
and possibility has developed, and rofcruitmei\t, especially from classes IV 
and V, depends on the child receiving external encouragement and 
patronage. f 

There are indeed pieces of evidence and, suggestive arguments to 
indicate how tenuous working-class parti cipatio n in higher education is. The 
demise of the grammar schools., max haveT^tfbved a significant channel 
through which 'patronage' was bestowea (Neave 1976, p. 35). The 
educatiqnal plans^of the working-class 16nyear-oId are less likely to be 
realized. Replies given in i974 can be convprted into APRs comparable on 
Table 2.17 (o.85). Those who said tfyey intended to go full-time to a 
university, polytechnic or college of education comprised 33.5 per cent of 
class land II, 19>0per centofllfN, lO.^per cent of IIIM,jand 8.0percentof 
IV and V. These compaYe with estimated actual rates of 29JL.21.2, 5.6 and 
4. 1 . The actual xates are close to intended rates for middle-class children but 
half the intended rates for working-class childreft (Fogelman 1979). 
Furthermore, it is highly plausible that in a period of rising unemployment 
the working-class child will be encqpfaged to leave, school and to .start 
, earning, possibly to help the family budget. ^ 

J A final piece of evidence requires rather longer exposition. In Scotland 
the proportion of university entrants from working-class homes declined by 6 
per cent between 1962 and 1972, and by a further 1.3 pet cent by 1976. The 
detline was confined to men and it was middle (non-manual) -class women 
who increased in proportion. The proportion of qualified leavers increased 
roughly equally among middle* and<working~dass pupils, but faster among 

^ women than men; and more ofthe women than men had most of their passes 
at SCE 'H* grade in non-science subjects. Middle-class pupils tended to pass 
more subjects at H grade, and at better grades, than working-class. 
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Furthermore, working-class pupi&of each sex were more likelV to have most 
of their passes in non-science subjects, and so to be competing for enti^ 
directly with the growing, number of qualified women (Hutchison and 
McPherson.1976; alsoNeaVe and Cowper 1979, pp. 19-20). 

Given this Scottish evidence, the same processes can be inferred as at 
work throughout the British universities. First/in 1980, among university 
applicants offering *A f levels, middle-class students got better scores (UCCA 
Stat. Supp. 1979/80, Table E7). Secondly, the figures for 1956 and 1980 in 
Table 2.19 (pj$7) are in no precise way comparable, but ate suggestive. The 
proportion of accepted candidates from wgjjcing-class homes fell from 25 to 
19 per cent, but the fall was concentrated among the men (27 to 20 per cent), 
the figure for women being roughly constant around 19 per cent. Women 
* , were 29 per cent of all accepted students at the earlier date and as many as 41 
* per cent at the later. The decline in working-class men was to the same 
degree in all faculties except medicine (whej^there was none), but their 
representation at both dates^was greatest i^rsqeiice and technology, while 
overall the proportion of arts places rose.'fti Jfenrik of Halsey's model, the 
logistic curve for middle-class women has come into conflict with, and 
retarded, the progress of, the curve for working-class men — bm not 
'necessarily other than temporarily. ^ 

* *> 

REGIONS VARIATIONS 

Up to this poinfwe have treated England and Wales as a single unit, but the 
patterrf of admission to higher education is not uniform throughout. Table 
2.20 (p,88) gives' indices of Age Participation Rates by region. Three 
measures are used and a consistent picture emerges. If the regions are 
ranked by their' participation rates, there is a clear break between 
higher-than-average rates^in Wales, Scotland, Southern England, and the . 
North West, and lower rates in the Midlands, EastAnglia, the North, and 
Yorkshire and Humberside. These 'actual* rates may be compared with each 
. region^ predicted rate if the only reason for variation 'is the distribution of 
their population by social class. Among the English regions, the predicted 
rates accord fairly well with the actual rat?s, with two exceptions; the North 
West has better than expected performance by* 10 per cent, while 

¥ participation in East Anglia seemsjo=be> depressed by around 15 per cent. 
But as the predicted rates for Wales and Scotland are below the average, 
their actual rates areall the more notable, Wales was about 18 per ceftt above 
prediction. The Scottish figure can be directly confirmed: in 1976, the* APR 
for.young home entrants was 15.8 per cent, compared with 13,0 per cent for y 
Great Britain as a whole (CUA 1978, p.65). this implies that the APR for 
England and Wales was 12.6 per cent and that therefore, if England and 
Wales* rate equalled 100, Scotland's stood at 125. If table 2.20(E) is*' 
weighted for social class (see Table 2.20(F)), 37 per tent more Scots enter 
university education than would be expected on the basis of what happens 

. iri England and Wales. This mu*h higher participation may >*ilbe in p^rt 

..' ' 7 8 ". •' 
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the ^esultW a different educational system (in which transfer from secondary 
to higher educaticxi takes place a year earlier, and which has a btoader 
upper-secondary curriculum). The performance of Wales and the* North 
West is not explicable in such terms, and points, particularly in Wales's case, 
to the importance of general and political attitudes towards education. 

These results are consistent with staying-on rates for 16 to 18-year-olds, 
in two respects. First, the straightforward percentages of those at school or 
on'GCE cm* CSE courses full-time in FE colleges, column (B) of 'Table 2.20, 
show the same ranking as the higher education indices. Secondly, regression 
analysis on the proportion of household heads in non-manual occupations 
can explain^ pfer cent of the variation between LEAs' participation rates. 
Although derived rates using the regression equation have not been 
published for regions, it seems from the rates for individual LEAs that the 
same 'over' and 'under* performances as noted above would be found (DES, 
SB 15/79>. 



WCLUSION 

This* paper does not aspire to offer projections of future student numbers. 
Nevertheless it is appropriate to conclude by reviewing the last official* 
projections which were guided by the Robbins principle and not premised on 
a rigid expenditure limit (bfes 1978, 1979). For young home entrants these 
&re best Considered in terms of the ratios defined on p.46 above and recorded 
in Table 2.4 (p.72). The QLR was projected in 1978 to move from a base of- 
14.9 per cent for 1976/77 entrants, to 16.0 per cent fori980/81 and 17. 1 per 
cent in 1984^85; a year laterthese figures were revised down to 15.7 per ciiti 
and 16.4 per cent. The (provisional) actual rate for 1980/81 was only 15.0 per , 
cent. The QPR, on the central projection in 1978, was to move from 87.9 per 
cent to'88.7 and 90.0i>er cent. The revision of 1979 gives the values for the 
high, central ancj low variants in 1981/82 of 84.7 per cent, 82.6 and 79.7 per 
.cent. The value for 1980/81 was 83.3 per cent v The APR, a function of the 
other two ratios, was given in 1978 for'the three variants, as reaching 14.9, 
143), and 13.3 per cent in 1980/81 — and rising to 21, 18 and 15 per cent in 
1994/95. The values in 1979 for 1981/82 were 13.4, 13.1- and 12.6 per cent. 
Aside from the possible effect on'1981's intake of reductions in funds, the low 
variant looks the most accurate, as 1980/81's APR was 12.5 pencent. 

What are now the prMpects for the next few years? There is no sure sign 
of improvement in the piiportion of the age group gaining five or more 'O* 
levels (Table 2.5(C) and (D), p.73), though possibly the fall in the age 
group's size, which has just begun to affect the 15/16-year-olds, may remove 
artificial ^restraints in access to *0' level Streams. The same applies to the 
proportions taking full-time 'A' level courses (Table 2.7, p.75), and the 
proportions gsfining two or more 'A* levels; indeed the latter dropped 
between 1977/78 and 1978/79, particularly in FE colleges. But the reduction 
in *O f leve)/one- 'A' level entrants may be near its end; the QPR excluding 
•unqualified*' teaching training entrap is the better guide for the future^ and 
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that, along witft the APR, has recovered slightly in the last two years, 
especially fdr women. Etching up' of participation by women is of course a 
growth point, but they are concentrated in the specialisms with lower 
participation rates. The rising proportion of children born into social classes 
I and II is not recorded before the early 1970s, and may not have any effect * 
on higher education before the end of the present * decade. Many 
imponderables surround the competing cIajms.of the labour market. The rise 
in juvenile earnings relative, to adult cannot go on indefinitely (though 
maintenance grants could 'continue to trail). The number of 17 and 
IJ^ear-old^school-leavers may soon drop in absolute terms, and their market 
value may rise if major commercial and public employers still wanj to recruit 
from among the better of them. On tfte other hand, perhaps ovSr a logger 
period, the presence 6f graduates who of late^years hajjtfeiitered occupations 
still mainly the preserve of sixth-form leavers will become more visible, as 
graduates and non-graduates compe^Lfor npddle-level posts; and -the major 
professions may push on toward^ an all-graduate entry (Wagner 1976). The 
progress of the national economy hangs over all these speculations. If a figure 
jnust be hazarded, it would be that the APR is unlikely to reach 14 per cent 
again before, say, 1986 or 1987: thatis, not much above the low variant of 
1978. , 

What will happen to mature fulKflme entrants is even more speculative. 
Continuation in the next 15 years of tht last 15 years' doubling would allow 
the APR for 18-year-olds to remain atjts preseftt level without any reduction 
in the total size of the intake! A sluggish <^PR for the past decade means that 
the" proportion of 'qualified' non-^aduates in t $uccessive cohorts of j 
% ^ 21/22-year-olds has, not 'dropped; but whether many of these people will feel 
the competition of graduates in their jobs sufficiently to take a full-time 
.course is questionable. Rather the OpenJMversity suggests that the demand 
maybe for part-time higher education/of more diverse forms. Agreat deatof 
part-time work is what may be cajfed 'sfcond-bite' rather than 'second- 
, chance' higher education, because the entrants already have an advanced 
qualification. As professions become all graduate (eg engineering and 
\_ teaching), the demand for topping up to first degree level may drop and be 
replaced by demand for post-experience professional education — which in 
its present form (probably) falls outside the statistics used in this paper. . 
Hence a modest rate of increase in mature full-time students and, up to first 
degree level from the later 1980s, a steady number of part-time students are 
perhaps plausible projections. 

Altogether, withip the limits of policy initiatives likely to be taken by 
either the present government or its successor, there is little prospect of 
averting a decline jn the total size of the higher education system by 1990. 
r : 
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Ftjll-time and sandwich'home (FT) and part-tinie (PT> students it\ higher Aucation 1962/63-1980/81: 
Great Britain (Thousands) V* _ 



Universities 



Publio sec] or advanced further education 



Open University TOTALS 



FT 



PT 



FT 



PT 



EAW Scot £&W Scot. E&W 



t 



2 



PT« 



Scot. E.£W 



Scot. E&W -Scot. 



Teacher Other- 
training „ * 



Day „ Even. 



■' - 4-" 



1962/63 
1967/68 
1972/73 
i974/75 
1976777 
1978/79 



87 
155 
182 
186 
200 
215. 
..246 



30 * 

36* . 
•37 
-38 

39 

40 / 

I 



15 
20 
21 
23 
24 



47 
97 
116 
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is 

45 



33 
59 

** 
91 

*llp 

128 



4 

16 
•25 
26 
26 
23 



50 
68 
71 

80 , 
88, 
108. 



50 
46 

37 
36 
37 

,40* 



jo . - 

9 34 

12 - 48 

13*' 54 



14 



63 



3 
5 
.5 
6 



201'v 



156 

*Futt-tjinc equivalent, based on: FT and sandwich = 1.0 t F£tn universities = O^Open Uiuversitdfcd public sector PT 
Jeyentogs)»&15. . \j . 7 * , — * J . 

" 2 England anil Wales^gures are course enrolments, so include 2% to 3% double countihgi ' \ 

; ,v i. > * ' ' 

'Source ; % ^ , v , ' • *• * * ^ v , a 

'B&sed on Report, pp.5-9, except OpenUnivetsity (finally registered u/g, p/#/ associate st^jdents) from OU i 

^^..^.^....^ . , . — — —77)6, Tables 3, 13; ' / 



FT PT 
1 ' 



190 J 15 
357 142 
444 177 
447 205 
460 223 
'450. 259 
. 467 v 

'(day)="t). 



FTE 
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501 
. 514 

534, 

536 1 



i. 



35, 



1980. Fisher detail from HE (1963) App. I, Tables Z9, Z10 and App.2(A),Tables 28rS3; §E.(1977) i 
'9EVSB2781,SB6Z8^$ED,SB2/Jn/J981. * ' " " 
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•TABLE 2.2 

Full-time and sandwich home £nd part-time students pursuing courses in 
higher education: by sector, course and mode 1978/79: England and Wales 
(Thousand^) h 



Part-time 
(day/ 
heavier 
loading) 



♦ 


Full-time 




and 


J 


sandwich 1 


\ universities (UGC la t) 


• 


Undergraduate level 


1 fit £ 
103.0 


Postgraduate level 


27.7 


Octal) 


(213.3) 


Advanced Further Education 3 




First degree 


' 76.9 


, Teache/ training including 




BEd \ 1 
HND/C, BEC, TEC 


38^5 
213 


Jftofessiorui qual. 
Other 4 . 


14.1 
11.4 


Pjostgradua|e 5 


10.6 


(Total) 


(172.8) 



3 Open University 
tJgdergraduate , ~ 
Postgraduate 4 0.1 
Associate 

TOTAL '* * *386i 



3.1 
( 21.4 
( 24.5) 

* 5.9 

' 0.7 

,-37.5 
V>1.6 
8.5 
13.7 
(107.9) 



54.4 
0.5 



M87.3 



Part-time 


* Total ' 


FTE- 2 , 


(evening/ 


/ 


• 


lighter 


I « 




loading) 














188.7 . 


187.2 






18 A 






(ZZo .0) 


22 


85 X) 


79.3 


0.3 


39£- 


• 38.8 


43 


63.1 


, S5.1- 


20.2 


/75.9 


31.7 


{42 


24.1 


15.0 


f 8.9 


' 33J2 


16.7 


(40.1) 


(320.8)' 


(216.6) 

* 




54.4 


19j0 




0.6 


. 0.3 


13 


/ 13 


U 


48.0 


&2\JS 


462.7 



^Generally confined 'to courses of at feast 18 weeks' 
counted as part-time. ; 
*FTE conversion factors as in Table 2.1. > 

Course -enrolrj^its. PT numbers therefore include 
enrolled for more than one course. 

May include some posTjgiaduate courses. 1 

Including'all in-service teacher training. 



duration: shorter full-time courses 



some double counting of students 



Source , , 

1 Estimated from t>E&, SB.6/81 and SED, SB 2/H1/1981 

2 SE (1978) 3, Tabled 11, 16 (pre-publication). . , *f 

3 -QU «9l0> Tables A14.1, C3X 0.2.1. 
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TABLE 2.3 " . : 

Home entrants to (first-year students in) hjgher education: by age (at 31 Dec 
1976), sex, mode of study, and sector 1976/77: England and Wales 
(Thousands, row |p rcentages in italics) 











20 k 


X 
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under 




«> 
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- 
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25- 


Male 
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over 
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Female. 
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) - 


Female 
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day 


evening 






33.0 ' 
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2/ 
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• 
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18.6 
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6.2 • 
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43 
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0.1 
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3.0 
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05 
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3.3 
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0J 
' 1.9 
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0.1 
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16.0 
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75.2 , 


0.8 
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1.4 
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77.0 


,* OA 
81 


lo.ti 

700 


1.1 

5.3 ' 
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TABLE 2.4 
.Participation rates for young h 



entrants to high$f£iucation 1960-1980: Great Britain 
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80i ' 


12.1 


13.7- 


10.1 


1980/81- 


906 


•111.7 

s 

t 


15.0 


833 


„ 12.5 


13.9 

'< 

t 


11.0 


833 


124 


13.9 , 


11.0 


r-.- .••fathepteviousyear-*' 






« 















• Source ' ; .v ; A i 

DES (1978) App! II; EES, SB 12/80 and 6/81; Fifth Report, 534 (iipdated with unpublished information from 
™2S). 
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TABLE 23 • 

SicfiodUeaVere^h five or morje •'O' level passes or- CSE Grade 



1 





(B> 



(A) 



Left lahool in the academic year*bn 1 Jan. of which aged: 



(A) Age. 


Male • 








Female 


■ 






Male, Female 


An 


1 £ r\t\ 1 Tan 

id on i Jan. 
(B) year of 
Jeaving 


15/16 




Hz 


An 


15/16 


17 


18 


All 








1960/61 


















15.6 


,145 


153 


1962/63 


















16.5 


152 


155 


1964/65 






6.6 








3.8 




18.5 


17.4 


175 


1966/67 




93 


7.1' 








4.6 




19J 


18.1 


18.7 


1968/69 . 


4.2 


10.1 


12 


21.6 


6.1 


i$i 


45 


21.8 


21A 


\21.0. 


212 


1970/71 


4.2 • 


10.8 


73 


223 


6.0 


Ji3 


5.2 


22.6 


22J0 


J222 


22.1 


1972/73 , 


4.9 


10.6 


6.6 


22.1 


.6.5 


11.2 




22.6 


22.8 


253 


23J0 


1974/75 


4.8 


10.1 * 




22.0 


6.8 


10,4, 


6JS 


23.7 


21.7 


22% 


22.2 


1976/77 


5.4 








7,4 








23.6 

4 


235 


23.7 




*. 


— i — 






» 




0 






(D) 





Left school in the academic year at start of which'aged: 



(O A*cl6 


Male 


1 ' 


ah 


Female 






An 


Male Female 


AH 


at start of: m 




















p» year of 


15 


16 1? 




15 


16 , 


17 








Weaving' 










I. 






/ 




1972/73 




163 






14.8, 








1973/74 




2.7 r 15.5 




o 




14.4 




.22.5 ^.1 


22.8 


1974/75 


3JS 


2.4 I5.fr 


213 


, 5-2* • 


25 


135 


22.0 


21 A +22* 


215 


1975/76. 


3JS 


2.6 16.5 


22,6 


54 


2* 


14.7 


22,7 


215 223 


222 


t9HH7 


3.7. 


2£ J6.7 


225 


5.6 


,3.0 


145 


23.5 


,23.5 23.7 


23JS 


4977/tB - 


4.5 


2.6 16.1 


23.2 


6.0* 


2A 


14.7 


23.5 


24J0 23.8 


235 


1978/M_ 


U.7 


2.6 




6.f 


25 






233 23A 


23.5 


1979/80 


,4.6 



















(A) By age of leaving, as percentage of the age group, England & Wales 

■ (B) As percentage of relevant -age group, England & Wale* 

(O By agefcttMvfng, u percentage of the age fcroup, Epgland 

(D) As percentage of relevant age group, England 



Table, 1. 



Source 

(A) ■• SE (1977) 2, "Tables 1 

(B) SE (1977) 2, Table. 21. 
• ' (Q SE (1979) 2, Table\21 (pre-publication) 

0>) As(Q. 1 . 

ERIC. \ 7 - . V 1 ' 



83 



TABLE 2.6 ■« 

Percentage (and size -in thousands) of lf-year-old age group (at 31 Dec.) in school' and non-advanced further 
education (NAFE): England and Wales * 

-rk 1 



T 



Men 



School NAFE 
— ««- 



FT PTD PTE 



: 1962/63 14.1 
1964/65 153 
J966/67 17.4; 
19$ty69 - 19.7 
1970/71 K -^21.0 
1972/73J=~,21j2 
1974/75 20.4 
1976/7"/ 21.6 



3.0 
3.6 

5.6 
63 
73 
7£ 
83 



25.8 
25.7 
27.6 
29.2 
28.5 
24.4 

264, 
21.0^ 



8.0 • 

7.2 

6.0 

5.5 

5.0 

4.7 

'4.2 



Women 



School NAFE 

1 — 



FT PTD PTE 



.10.9 

12.2 

14.6 

173 

19.2 ' 

20.4 

20.1 

21.2- 



3.8 
43 

• 53. 
6.5 
7.7 
8.8. 
9.7 

J23 



6.8 
6.#-. 
7.6 . 
7.9 
.8,2 
7.2 
7.7, 
6.4 



10*2 
9.7 
7.1 
8.0 
7.0 
7.1. 
7.0' 
5.4 



All 



School NAFE 



123 
13.8 
16.0 
18.6 
20.1 
20.8 
20.2 
21.4 



FT = fulMime. PTD/E = pait-ttaajM^/evenlng. Evening institutes are'ejedude 
as the numbers of students, include small numbers of overseas, advanced'and sh< 



FT PTD PTE Tjtt. 



3.4- 16.5 
4» 16.5 



419 
6.1 
7.1 
7.9 
8.6 
10.4 



17.8 
18.8 
18.5 
16.1 
17.2 
13.9 



8.4 
6.5 
6.7 

H 

5.9 
5.6 
4.0 



~4T3 
42.7 
45.3 
50.2- 
51.8 
50.7 
51.6 
49.7 



(Age group) 

(633) 
' .(831) 

(7,10) 
. (661) 

(668) 

(669) 

(71V) ' 

(740) 



2 



t 

X 

3 
x 

m 

73 

m 
o 
c 

3 
-z 



. The figures slightly overstate the position 
-course full-time students. 



Source 
0*1 1 and 3. 



\ i - 8 j 



\ 



TABLE 2.7 



Pcrcc^tagg of 16-18 year-olds in schools, further education colleges, and uniyrsities: England and Wales 



4 



*\ 


School 




NAFE, FT ' ' 




- Wfe.pt- " 


Higher education 




1073/74 , 


'A'leyel 


Other 
0 ft • 

£•0 

• 


'A* level '0' level. 


Other 
4.7 


r # t " — - 
Hav evftnina 

16.1 * 63 


* 




ly/^t ii • 


i^q 


* \ 




, 5.4 


16.1 * £.8 


2.4 




1975/76 


14.2 ' 




T 7 14 




i 

14.8 * 5.0 j 


1 

2.4 * 




' 1976/77 1 


14.5 


5.5 


1.7 * .13 


6.6 


13.5 . 43 \ 


- 2.4. 




' 1977m 


143 


3.4 * 


18 ■ / i:4 


7i) 


13.1_ , 4.7 


' 22 




1978/79 


142 


3.4 - 


v 1.8 '1.4 


7.0 ' 


13.8 N/A , 


. . :2.r 


TRENDS 


1979/8* » 


143. 


3.5 


100 




13.8 JI/A 


. - 2.1 


Ages at 1 January . 16*year-olds under minimum leaving age excluded. . . r / < 
• Y4 Students pursuihgboth 4 A* level and andther qualification entered under 'A'Jevel; and both t)> ftvel and another qualifica- 
* 1 tionCb^ttofAO under •O'levd. ^ ^ . * 


5 # 

55 




S 












SIONS 



»»»» J ' " « II ■ 

\ DESm981) Table 1 (which is wrongly titled '16-19 year olds'). 
v .NARB-, FT evtdfag, estimated from SE, 1 and 3. 



ERIC 



•v.. 



0} 



90 



.76 



.ACCESS TO HIGHER EDUCATION 



TABLE 2.8 ... 
Studentygaining-two ormore (three or more) 'A' level passes 



(A) 



(B) 



1960/61 
1962/63 
1964/65 
1966/67 
1968/69 
1970/71 
1972/73 
1974/75 
1976/77 



Mai* . 

8.7(5.9) * 

9.8(6.9) 
11-2(7.5) i 
13.1(8.6) 
14.5(9.6)" 
15.5(10.1) 
1'53(9.9) * 
15.2(102°) 
15.6(10.6) 



Female . Total 



Male 



FemaleX Total 



5.1(25) 
5.8(33) 
, 7.1(4.1) 
8.6(5,1) 
10.6(6.0). 
12.2(7.8) 
12.8(7.5) 
12.7(7,5) 
13.5(8.0) 



.6.9(4.4) 
8.0(5.1) 
9.2(55) 
10.9(65) 
12?6(7.8) 
13.9(8.6) 
14.0(8.7) 
13.9(8.8) 
14.8(9.4) 



6.5(53) 
8.2(6.8) 
7.9(6.6) 
10.6(8.7) 
12:6(2,4) 
13.3(10.8) 
$3.6(10.5) 
13.8(40.1) 
13.4(9.4) 



4.5(33) 
5.2(6.4) 
5.8(4.4) 
8.2(6.7) 
9.7(6.1) 
103(7.5) 
11.6(82) 
14.0(9.8) 
15.2(93) 



$.8(4.7) 
7.1(6.6) 
7.1(5.8) 
9.6t7i8V 
11.2(8X11 
12.0(9.4) 
12.8(9.6) 

14.0(95) 
14.1(92) 







• (C) 




,(D) 




Male 


Female Total 


Male. 


Female Jofal d 



1973/74 
1974/75' 
1975/76* 
1976/77 
1977/78 
1978/79 



(A) 

(B) 
(O 

(D) 



14.5(9.8) 
14.4(9.9) / 
15.1(10.4) 
^53(10;5) 

15.5(^.8) 
14.8(103) 



12.ITO 
12.0(72) 

12\4(73X 
12,8(7.8) 
r3S(8.2) 
13.1(8.0) 



9.0(6.4) 
9.6(6.5) 
10.2(6.7) 
10.9(6.8) 
11.9(75) 
11.8(73) 



8.5(6.1) 
92(6J>) 
9.5(6*6) 
9.9(6.7) 
10.2(7.0) 
9.8(6.7) 



1?3(8.5) 82(5.7) 

13.2(8.6) 8.9(6.5) 

13.8X8.9) 9.0(6.5) 

14.1(9.2) 9.2(6.4) 

14.4(9 J) * 8.9(6.4) 

14:0(9.2) 8.6(6.1). 

At schools and FE colleges: England and itades: as a percentage of the rele- 5 
vant age group * 1 . # * y . « * 

Percentage of thtse in (A) atTE collj|es , 
At schoolf and, if aged under 20 at-31 August preceding,P£ colleges: 
England: pas percentage of all 17-year-olds on 31 August j 
Percentage of those in (C) at FE colleges 

. * ■ -.1 



Source 

(A), (B): . SE (1977). 2; Table 21 . 
f * (Q, (D): SE (1979) 2, Table 22 (pre-publication). 
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TABLE 2 9 * 

Percentage of school leavers with 4 A 4 level' passes entering employment: 
England and Wales , 



196Q/61 
.1962/63 



1964/65 



1966/67 
1968/69 
1970/71 
1972/73 
1974/75 
1976/77 
1978/79 



With two or more passes 



Permanent 



17.4 
16.8 
18.4 
22.6 
22.5 



\ 24.0 



23.0 



With three or more 
passes and- grade scores of 
nine or more 



Temporary Permanent Temporary 



19.0- 

24.1 

21.7 



3.8 
3.6 
3.8 
3.6 
-45 
4.8 
55 



\ 



Some 

SE (1977) ,2, Tabte.lt. 
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TABLE 2.i0 

Indices of changes in relative earnings (1965 = ,100) 



(A) (B) (C) (D) . (E) (F) 

Student Male graduates' Juvenile Male adults , \ 

maintenance starting salaries basic > 

grant wages 

Arts& Technology • manual non- ^ 

SdSial * manual 

- /Studies % 



4* 



Definitions and sources ' * * 
(A) Standard term-time maintenance, outside London. 
(3), (Q Median starting salaries of University of Leeds vfirst-degrte 
* graduates in arts & social studies/technology entering industry' and 
commerce. Buffer (l?78)p.l8; Catto et al. (1981) p.73, 198d£timatcd 
: from data from University of Leeds Careers Serivce. V 

(D) Basic weekly rates of wages, men under* 21 anAwomen under 18: 
? .British Labour Statistics Yearbook 1978-80: average hourly earnings, 

' 'men under 21: New Earnings Survey. 

(E) ' As (D), for men, aged 2\ and over, in manual occupations. 
^ (F) Actual earnings, men aged 21 and over, in non-manual occupations: 

Dept. Employment .tiateite May 1978. 1978-80: average hourty 
r ^Sfmirigs: New Earnings Survey \ \ 




1962 J 








88 - 


89 


83 


.1964 ' 
i. .1966 * 


94 

100 . 




105 


' 95 
r lQ6 • 


96 . 

104. 

-V 


92 

105 / . %f 


1968 


106*. 


129 


1.16 


^J17 

~~ri43 , 


116^ 


U7. 


1970 


112 


141 *t 


132 


' m . 


141 


^- * 1972 


131 


159 


147 


. ' 192" 


171 


. 170" » » 


1974 


•178 x 


192 


• 189 


270 


.229 




* * 
. . " 1976 


\ 257 


294 


; 289" ~ 


432 


~349 




1978. 


324 


370 


^ 370' 


• 538" 


427- • 


'391 


1980 

« 


'421 


(500) 


' (495) " 


J50 


595 


548 ■ 
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TABLE 2.11 

(A) Home candidates to UK universities admitted through UCCA and 
accepted on two or more GCE W level passes, percentage distribution 
by scores 

(B) Percentage trf GB home entrants admitted to universities 







>> 




(A) 








(B) 


% 

Accepted in 
y.e. 30 Se£t. 


Percentagtrwith . 
scores on 1 v 9 
3 subjects \ 


Percentage with 
scores on 
2 subiftts 


'A' level as 
percentage 
of total 




15-13 


12-9 


8-3 


10-8 


7-5 


4-2 






1968 


22.5 


40.4 


22.5 


4.1 


5.9 


4.7 


89.0 




19% * ' 

1972 ^ 

* 


21.4 
22.9 


40.6s 

< 

40.6 


23.6 
23.5 


4.0 - 
3.6, 


6.8 
6.1, 


¥■ 

.^.8 


88.7 
. 89 .1* 


v, 44.8 


H974 


21.1 


373 


26.0 


3.1- 


8.0- 


4.5 


'89.2 


412 


1976 


22.1 


37.1 


25.2 


33* 


8.2' 


4.2 


89.1. 


49.4 


1978 


m t 


37.3 


25.5 


2.7 


7.3 


3.9 


;T 89.o ; 


\ 54.2 


.' 198Q> 


2^.7 ' 

S 


39.0 


24.4 


2.7 


7.8 


3.6 




52.8, 


i 















(A) UCCA Stat. Supp. Table Gv 1 , and unpublished tabids for 1968, 1972 & 
1980. - * ' , 

(B) Fifth Report pp.lO-H— — — — , 
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4 



TABLE 2. 12 

(A) Percentage of schoof-leavers with two or more 'A' level passes entering • * 
degree courses or teacher training: by specialization at W level: 
England & Wales 

(B) Percentage distribution erf school-leavers with two or more 'A' level \ 
passes by specialization at 'A' level: Ejigland & Wales * * 



* 




ScienceX 


Science. 1 


-Other 


Social 


Arts 


■ Social 






+ maths* 


only 


combin- 


sciences 




sciences 




v. 






ations 






+ arts 


1 








including 


- 






/ 








science 








(A) t 


















1968/69 


83.2* 


, 76.1 


56.8 ' 


s 493* 


64.2 


62.7 




1972/77 


77.0 


603 


56.6 


39.7 


58.4 


573 




1 1976/77 


77.4 


64.8 


563 


32.7 


57.8 


§3.0 


(B) 
















Male 


1964/65 


36.1 


13.7 


11.0 


23 


17.2 


19.7 




1968/69 


28.8 


16.8 " 




S 3.7 


18.6 


19.2 




1972/73 


29.5 


14.0 


17.0 


1 4Jp 


153 


195 




1976/77 


27.3 


13.4 


212 


5.0 


12.2 


21.0 


Female 


1964M5 


'9.6 


11.2 




0.6 


a< a 


>» 

20.9 




1968/69 


7.6 


103 


13.1 - 


1,4 


463 


2'13 




1972/73 


113 


8.0 


165,, 




403" 


^2.0 ._ 




1976/77 


93, 


7.5 


19.8 


22 


383 


225 



1 The definition of the specialisms differed in 1968 , affecting the split between 
the first two ) 



Source 

SE(1977) 2,* Table 12. 



0 



95 



• 1 • * 



TABLfi2.i3 -\ \ } '• ~ 1* "T 

Percentage of home Students wtfo^gjade scores ofc9 or more on tfcree/A* level passes (%) and the competition fefctor 



> 












« • if 




All subjects 


Medicine, 
dentistry, 
health " * 


Engineering 
& technology 

<• 




Of 


€ 


% 


C 


% 


C 


1968 


74 

\ 

72 


1.0 • ' 


63 


0.86 


61 


0.83 


1970 


1.0 


62 


0.86 


' 56 


0.78 


1972 


*73 


1.0 


68 


053 


56 


0.77/ 


1974 


69 


1.0 


78 


1.13 


59 


0.86 


""1976 


70 


1.0 


87 


124^ 


, 59 


0.84 


■ 1978 


• 70 


IX) 


86 


U3 


64 


- 051 


1980 


72 


1.0 


88 V 


1.23 


64 


0.89^ 



Science So<^Studies .» Arts 



% ,c« % c % 

68 05JJj2 84 1.14 . 74 

68 054 81 1.19 83 • 

69 0.9,5 80 1.10 84 

63 0.91 171 1X0* 78 

64 , 051 71 1XJ1 ' 76 

65 0 5 3 72 1.02 74 
67. 054 73 • 1X>2 74 

> 

o University entrants td Group IV (agriculture, forestry, veterinary science) and Group VII (architecture) are omitted exc 
.in 'all subjects'. 

- ' « """•<<' [ j i 

Source * ' v" t ; 

CUA (1978) Table 20; UCCA Stat. Supp. Table Gl ? and unpublished tables for 1968, 19?2 and 1980. 

' • . * ' • / 

ERIC . . ' t ' n 96 
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TABLE 2.14 * 

Home students accepted by/admitted to UK universities 



, AO subjects 



1970 



1980 





(A) 


(B) 


JA) 


(B) 




Medicine 


76 


1.08 


98 


137 


33 


Dentistry 


26 


036 


81 


• 1.14 


23 


Pharmacy 


44 


0.60 


%^ 66 


0.92 


36 


Agriculture, forestry & 
veterinary science 


• 60 


0.83 


66 


032 , 


48 


Business management 


52 


0.72 


65 


0.91 


111 


Accountancy 










173 


Law 


• 88 


1.21 


98 


1.36 


53 


Architecture * 










-1 


T ACplanning 


60 


0.83 


73 


1J02 


145 


Other professional & 
vocational studies 








»> 


97 

1 * » 



72 1.0 



72 



1.0 



, (A) Percentage of students with grade scores,of 9 or more on- three 'A' level 
passes 

(B) 'Competition factor* 

(C) Percentage increase in admissions, 19tjf) over 1970 



32 



Source 

(A)A(B)asforfable2.i3. s 



(O VCGAAnn. Report T*Me 5. 



. ERIC 



97 



Part-time enrolments in advanced further education: by sex and subject group: England^and Wales (Percentages) 



4 / 


f 

% 


. • Full-time 
1978/79 

Is 1 Of 1 7 




1967/68 






1977/78 




1980/81 








Malp 


Hf>m alp 


« Total 


Mala 
Male 


rem ale 


total 


— s 

Total 


Educatio 




( 14.7) 


1.6 


1.3-. 


2.9 


0.5 


. • - 0.8. 


1.3 


1 


Health 




( 7.3) 


i.o 


. 1.8 


3.8 


3.1 


3.7 


6.8 


6 


9 

Agricultu 


re, veterinaiy science 


( 




— 


c * - 


— , 


• 






Engineeri 


ng * 


( 13.5) ( 


44.6 


0.1 


44.7 


28.0 


0.4 


28.4 \ 


33 


Science 




( 16.3; 


1U.U 


1.5 


11.5 


7.3 

• - 


2.2 * 


9.5 


9 


Social/biisiness studies 


( 23.1) 


29.6 


2.3 


31. 9^ 


• 39.9 


- 9 6 


• 

49.5 


45 * 


\Professiohal/vocational studies 


( 4.8) 


2.9 


. 0.4 


3.3 


' 2.7 


0.9 


3.6 


4 * 


Arts 

• 




C f9.1) 


1.0 


Q.7 


1.7 


0.4 


6.7'- 


1.1 


2 






. (100) 


91.7 


8.1 


99.9 


81.9 


183 


100.2 


100" 


N(000$)i 


(320.1) - 


105.5 


9.5 


•U4.6~> 


102.5 


23.2 


125.7 , 


141 



ih-scnice' teacher training is excluded 



Source ] ~ ~ - 

SE (1977) 3, Table 17-DES, SB 2/81. Full-time = univ. undergraduates and all AFE: Fifth Reporfnp.7, 10: SED, 
SB 2/HI/1981. ' • 
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/ \ TABLE 2.16 

v 1 Indicators of women's participation in 

• divided by male rate or number, multiplied by 100 



education:- ferpale rate or number 



4 , 

mm * 


19^0/61 


1970/71 


( 

t 

M976/77 ' 

C 


19*78/79 


^fnnnlJpJiVPr^ uritH fix/A nr m nrp 

ij^llVA/inlC<tVwld Willi liVC wl Hi LUC 




IVJl 


101 
» l\JX 


i rv> 


'0' levels 










17-v ear-olds in orHnol 

1 f j Wll viUJ 111 ijVIIWVI ^ 


(11} 


91 


98 » 




NAFE, FT ^ 


'(127) 1 


f 

118 


145s. 




- PTD 


(26) 


' 29 


r so x 




PTfi 


(127) 


• 14ft 


192 




<> 








School and NAFE 


(62) 


• 69 


84 




Students gaining two or more 


59 


79 


* 87 


88 


4 A' levels * 










Stukents gaining three or more 


49 


.'. ''69 • 


. 79 


78 



^ 'A' levels 
^ Higher education 

Young home FT entrants, APR: All 
Excluding TT without 2 4 A' levels 

age 2f-24, number f 
# 

- 25-29, number 
30. and over, number 
» -All ages, number 



83" 
A 

66 



"81 
72 



A 



. FT 
.45 

60 

.126 

-69 



PT 

21 

26 
36 
28 




+ 



Source ' • ' k/ 

Tables 2?3, 2.4, 2.5 (B)*nd (D), 2.6.and 2.8 (&)Tmd (Q. 



9 

ERIC 



93 



1 TRENDS IN ADMISSIONS 



85 



TABLE 2.TT , ' ! ; 

Distribution of children (1971) and students in hifeher education (1956- 
1979): by social class of father (P ercentages) 

Class * 



(1) Children afecd 10-14 in 
1971, GB % 
t?) *A* level pupils aged 1 8 in ' 
school ft FE, FT, 1974, Eng. 
* (3) Univ. entrants, FT , 1 956, GB 
Male 
Female 
AO 

(4) Univ. students, FT, 
1961/62, GB 
Male 

Female ~ 
AD ' 

(5) Univ. students by age, 

* 1,9 and under 

?Mid-1960s 20-22 

23 and over 

(6) Univ. entrants, FT, 1 979, 
UK ^ 

(7) Teaching training students, 
FT, 1961/62, GB 

Male 

Female 

AO 

(8) AFE students, FT, 
1961/62,GB 

* PTday 
PT evening 

(9) Poly, degree students, 
FTAPT,4972/73,Eng. 
Male 

Female . 

AD % 
- (10) PotytnoiKiegree students, 

FT APT, 1972/73 
\U) Poly. PT students, * 

197^73, Eng. * 

The same,0H«n occupation 
( 1 2) Open Univ, PT entrants; 

1971, UK j 

The same, oym occupation 



• 1 




I 


111N 


HIM 


IV 




V 


N/C 




















5.0 




182 


'9.0 


37.3 


16.5 




6.8 


73 


20 




. 40 . 


12 


18 * 




8 




2 


21 




^ 41 * 


11 . 


22 


4 




1 




26 




45 


9 




2* 




\ 




22 




42 


11 


20 


4 




1 






















17 




40 


12 


19 


6 




1 


5 . 


20 




43 


11 


16 


6 




1 


3 


18 




41 


12 


18 


6 




1 


4 




64 




11 


21 




4 








71 




8 


17 




4 








59 






26 




5 






19.8 




38.0 


12.1 


14.7 


4.5' 




0.9 


9.8 



■•</ 

5* 



33 
32 

20 
22 



; 46 

' 51 
12 34 



11 

9 

9 
8 

20 * 



~29~ 

23 

38 
26 



16 
14 
14 
14 

16 
14 



19 
-17 
18 

17 



32 
28 
-29 
28 

39 
39 



13 
8 
9 
8 

12 
12 



8 
10 



19 12 



29 2 
13 k 34 



26 
24 

2 

Ti 



. 0 

'13 



16 

18 

18 

15 
5 



10 
9 
10 

14' 
15 
7 



62 ' 11 



0 



Source 



( ^^d V\^ eh0ld COMPOS*™ Table 26. (2) Williams Jt Gordon 

ST 5 ?^ Kcka11 (1957) ' (4) ' (7) ' (8) ' m < t963 > APP- 2 (B), pp5, 72, 92 
128 (5) Hopper & Osborn (1975) Table 4.8 (6)J3CCA Stat $£ '1978-9 
Table E5. (9)?(10), (11) Whitburn et al. ( 4M2 4 3J5 B, 67 
and personal communication; note that the students in (1 1) are also counted 
m (9) or (10); (12) McInTosh et al. (1976) p.139. • 



100 




' 86 ACCESS TO HIGHER EDUCATION 



TABLE 2.18 

Age Participation Rates for full-time students by social class: 1961/62\and 
c? 1977: Great Britain * \ 
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TABLE 2.20 



Indices of Age Participation Rates: by region (England and Wales 
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* COMPARATIVE PERSPECTIVES ON ACCESS 
by Martin Trow 



A MODEL OF HIGHER EDUCATION 

To consider higher education from the perspective of access is necessarily to ' 
see it from a variety of perspectives. There is the perspective of the politician 
and planner, wanting*to know what demand for post-secondary education, 
and of what kinds, will be felt over the next decades, and what cbsts and 
gains4here might be in trying to meet or encourage or deflect or modify that 
demand There is the perspective of those Concerned with social stratificatitJn 
and social equality, both as values to be pursued and as academic subjects to ■ 
be investigated. ^SPhere is the issue of Recess as it affects academic 
achievement — the impact of differing numbers and kinds of sttidents on the 

* effectiveness of teaching and learning within colleges? ancLuniversitles, on the 
nature of the curriculum, "the balance of subjects, and the intellectual climate 
of colleges and qniversities. Ther^are hardly any issues in higher education 
that cannot be approached through the perspective of access, and in a'way 
that has the advantage of showing the links and .connections among different 
elements of higher educational systems. 

* m In the late I9jS0s and early\I970s I attempteOha series of papers to- 
understand aiftf explain what wa% happening to the systems of higher 
education in advanced industrial- societies. I tool* as my starting point, as 
indeed anyone at the tune would have to do, the extraordinary growth of 
student populations evgfywhete in the 1960s and early l£70s. ♦ 

^ . The *61ite : mass-universal access' model as sketched in a paper written 
for OEqD in 1973 (Trow 1974) was an effort to bring together within Kme, 
framework many problems pf higher education which were too often dealt • 
with in isolation A- such problems as'Htudent access and selection, the 
curriculum, governance, administration, finance, staff recruitment, aca- 
demic standards, modes of instruction, institutional autonomy, academic 
freedom, x^nd the relationships between research and teaching, as well as 
between higher educatio n and secondary schooling on the: one hand and 
adult education pn4he dther. These and other aspects of higher education 
were seen in the model as related to one another rather than as discrete or 
isolated problems. Such problems and the responses to them could, I sugg- 
ested, be understood better if seen in the light b/a broad hisfdrical movement 
from *61it$' forms of higher education, through mass higher education, 
towards universal access to some kind of post-secondary education. 1 ' x 
This broad movement, so the model asserts, can >bk observed in all* £ 
modern industrial societies,, b.ut in each c&untry it reflects unique historical, > 
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social, economic; cultural, and political characteristics. Thus, the concepts* 
and ideas surrounding the '61ite-ffiass-universal access' phases of develop- 
ment were not intended to describe cm- explain the higher educational system 
in any specific society at any given moment. Rather, the model was meant to 
provide a way of raising questions in a comparative context, and of 
generating problems for closer investigation and research in specific national 
systems and institutions, , • 

• A theory based on a conception of 'phases of development,' as tjiis one 
vyar, necessarily focuses attention on the points or periods of transition 
between one phase an\l another. I suggested at several places in that paper 
that national systems experience special strains and tensions at the points of 
transition from 61ite to mass higher education, and will do so in the future as 
they move towards the provision of universal access to' some kind of post- 
secondary education. Some of these tensions and problems arise because of 
changes required*in the way higher education is conceived bythe members of 
the society, in the nature of the student's role, or in the role of ,the state. 
Other problems arise at thes§ points of transition because different aspects^of 
higher education change at different times and at different rates: foe 
'example, the social characteristics and motivations of entering students,may 
change before the curriculum does, oc enrolments may grow mdre rapidly 
than finkneial support. 

In addition,* the model stressed /that a national system of higher 
education does not shift -completely fro(none please to* another', but rather 
'that institutions created in one phase survivelntb later phases. Thus, in every - 
modern industrial sodiety, 61ite institutions surviye even as the system as a 
whole expands to provide mass higher^dj^c^tion; and similarly, both 61ite 
and mass institutions survive into a perida of near universal access. This 
stress on the diversity of modern systems of higher education in any given 
society — a diversity both between and within institutions — was a central 
theme jn the model and altow^s to ask, within its framework, how systems 
and institutions accomplish the academic division of labour as between mass 
and 61ite functions. 

UNDERLYING ASSUMPTIONS OF COMMON PATTERNS OF 
DEfELOPMENT 

The underlying assumption behind such pxi effort to develop a simple 
conceptual scheme is that there were and are marked similarities in the 
.patterns of development of educational systems across national lines. Now I 
Sfill think that this was areasonable assumption, given the experience of the. 
United States and Western Europe between the end df the Secjttid World 
War and the earlyl970s. There were many forces in common behind the very 
rapid growth of those national systems. All of the Western countries came 
but of World War II with a broad commitment to a greater democratization 
of their social structures^ and their social services. All Western societies, 
although with some variations in timing and degree, experienced rapid 
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economic growth in the two decades after 1950.. This growth provided 
resources for the expansion of higher education; it also created demand in 
the economy for the graduates of universities and higher technical colleges. 
At least as important, during those decades Western societies^ll made larger 
commitments to public social services and to the political management of the 
economy, which led to very substantial growth in primary and secondary 
education, health services, social welfare services, town and regional 
planning, \nd the like. AiJ^ef this created continuing demands for the 
graduates of colleges and universities. Moreover, the growth Qf the system 
itself created a very substantial demand for an increase in the numbers of 
research scholars and scientists for the academic profession itself. This is, on 
the whole, a familiar story, tfiough aspects of it become clearer as we move 
away from those decades — for example, I think it is clearer now how very 
important the growth of the public service was* in creating new demand for 
graduates. • 

But there was another assumption in the writing of.th£t time, including 
my own, the assumption that the patterns of growth ofWestern European 
systems would resemble the developmental processes that had marked the 
growth of higher education in the United States. I was not unaware of the 
marked historical, social, cultural and political differences, among the 
Western European countries and between them and the United States; 
nevertheless', I tended to believe that the dynamic processes of growth that 
had been set off in Western Europe during the 1950s and 1960s would have a 
life of their own, and would exert an autonomous pressure'on those societies 
for a continued expansion of their systems o£ higher education. I . did not 
assume that all the institutional forms Would be the same as in the United 
States, nor was I prepared to make predictions about how fast 6rhow far 
growth would, go. Nevertheless, I believed that once the European nations 
expanded^heir systems to include' 15 or 20 per cent of the age grade, and 
* made' the institutional changes that such an expansion required, growth 
could then continue in these npw reformed systems tdtoard inclusion of 30, 
35, perhaps 40 per cent of the age grade without great difficulty. By 1973, 
many European countries inclining West Germany, Belgiun^ France, the 
Netherlands, Sweden and the United Kingdom were admitting over 20 per 
cent of the relevant age grade pf high-school leavers tb some form of post-,, 
coftipulsoiyeducation(Hecquetet al. 1976). Watching this development over' 
a decade and a half, 1 had come to believe that as European nations 
expanded their systems, particularly on the non-university side, supply would 
begin to generate demand. Attitudes toward higher education would begin to 
change, leading larger sections' of society to see college or university as 
appropriate for them and theit children. In addition, I thought, frarts of the 
occupational structure, would change in response to the larger supply of 
educated people, and begin to demand these qualifications, tnus perman- 
ently merging the demand for graduates. I also assumed th^fc the efforts 
being made^n most Western European countries to encourage students to 
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» • * * 

stay on in higher secondary schools to gain the qualifications for entry to 
higher education would bear fruit. I also assumed that the fjjlnsfer rate of 
qualified students would continue to rise. 

Now, on reflection, I still believe that to be a reasonably accurate, - 
, w account of some of the mechanisms that underlay the growth of mass 
education in the United States. And what I .was saying in that essay was that 

* if European' systems* were going to grow into systems of mass higher 
education, they would be driven by some of these same Agrees. On the whole, 
I believed that they were going to continue to 'grow, although I had some 

% reservations. In the same paper, I suggested that growth was dependent on 
greater diversity, and especially cm the creation of a large sector in the higher 
. educational ^system marked by lower costs and academic, standards, and 
more responsive to market demands than to the'autonomous and inner logics 
, ~6f the academic, scientific and scholarly disciplines. Arid I believed that the 
relatively greater centralization of control over higher education that * 
occurred in European countries as compared with the linked States would 
work against the growth of diversity. . ' 

Thus I was panting to a dilemma which I was unable to resolve. On one 

- • hand I argued that growth would continue to be driven hy a variety of forces, 
mostly located oq the demand side: that is,' not within governments or the 

*- - universities themselves but within the larger society. On the other hand I 
suggested that national government waild not be highly committed to 
indefinite growth, and woultfftot be inclined ; to create the diverse system of . 
institutions that would be necessary to stimulate and sustain it. I now believe 
that, on the whole, I was right to suspect that governments would not 
surrender their control over higher •education in the service of larger and 
more anarchic systems. But I overestimated <he .strength of the forces for 
growth stemming from a demand from the general population for places in 
higher education, or a demand from the economic institutions for graduates. 

= . Three years ago, in 1978 at a conference in Sweden, I had occasiort to * 

reflect on the usefulness and validity of that model in light of subsequent 

# developmen£f(Trow 1979). 2 I had then the-advantage of seeing a report by 
Ladislav Cerych and his colleagues- (Hecquet et al. 1976) which* brought 
together evidence on the growth of Western European and Ndrth American. . 
systems in the firSt half of the- 1970s, evidence which seemed to suggest that 4 ' 
ttte patterns of .rapid growth that had marked the 1960s had come to a halt, 

and that these systeihs were not, as I had anticipated, moving steadily 
% toward the development of systems of mass 'higher education, as in the 
United States or in » Japan. 1 

As I observed then, 'If wejare to increase our understanding of the social 
♦ forces surrounding the development of higher education ... it may be useful 
to review earlier analyses and predictions, and to focus especially cm those 
that seem to have gone wrong, that have not been borne out by subsequent 
events. On the whole, out understanding has advanced more by confronting 
negatiye evidence which contradicts hypotheses and predictions . . than by 
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adciing further* illustrations in support of our theories. And I share with* 
Kenneth Boulding the belief that the functiort of science is to point to our 
ignorance rather than to our •knowledge* (Trow 1979). , 

It was in that spirit thatl thought it useful, then, as I do now, to ask why 
predictions (mine among them) based on an assessment of tijje forces making 
for growth during the 1960s* were mistaken: that is, why it waslhat Western 
European natfpns did not during the 1970s move toward the development of 
systems of mass higher education enrolling 40 to 50 per cent of the age grade, 
£s in the United States. A related question which I did not ask at that time 
was^why Japan and the United States also seemed to end their periods of. 
rapid growth, though at higher plateaus of enrolment, ft may be useful to 
note theYesponses to the first of those two questions that I gave in 1978. 

First, the growth of higher education obviously depends on an increase 
in the number of students who finish their advanced -secondary-school 
education and qualify for entry fo colleges and universities. In 1973, drawing 
upon my American experience, X had assumed that attitudes favourable 
toward continuing formal etiucatioq would move gradually from the upoer 
and upper-middle classes more and more deeply into the middle ami 
lower-middle classes, and even, with encouragement from progressive 
governments, into the working classes. I had seen this happen in the United 
States until the proportion of schodl-Ieavers with a high school certificate 
reached over- 75 per cent. Moreover, while I understood that the academic 
qualifications for entry intoEuropean systems of higher education were on 
the whole higher than fa;an American high school diploma, I did not believe 
that the reserve of ability Had been exhausted in the 15 to 25 per cent of the 
age grade who were then gaining upper secondary school leaving 
qualifications in most European countries. Moreover, I was impressed by the 
efforts that various cpuntries were making to ease those qualifications and to 
extend the opportunity for qualifying to lafger sections of the population; the 
abolition of the matriculation examination in Sweden, and the grqwth of 
comprehensive schools, along with the raising of the school leaving age in 
Britain, were examples of this movement. Nevertheless, on the whole there 
has not been a steady growth in the numbers arid proportions of 
school-leavers qualified for entry to higher education. Moreover, the transfer 
rates to higher education *of those who are qualified have also not been 
? growing as they were expected to, arid in many countries have even shown a 
decline since 1970. In his essay in the volume which documents this double 
Mow-down Ladislav Cerych observes that The finding that many qualified 
secondary school leavers and/or their transfer coefficient to higher education 
hav£ decreased in the early 70s, or grown less fapidly than expected, is 
among'the most important and probably the. most surprising of the analysis 
of fctudeStflowTin . • . this report* (Hecquet et ah 1976). 

In trying 'to explain that phenomenon, several factors come to mind. 
Cfctych himself suggests that the slow-dowi} iri the transfer rates may reflect 
.the impact of ndw policies, in particular those related to the coiicept of 
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recurrent education. In a sense he is suggesting that the efforts to provide for 
recurrent" education may encourage school-leavers, even U}ose with 
k qualifications, to delay entry into higher education for some years, until after 
they have gained some work experience, And he points to Sweden as the best 
evidence for such an explanation. He finds further support for this 
suggestion in the sudden increase of newly registered students in the past few 
years in Sweden, which implies 'at least in Dart, .the development Qf an 
entirely new clientele in higher education, not only of students who have, 
interrupted for a while their formal^educational careers but also of those 
whom Swedish policy has strongly tried to favor — for example adults 
without completed secondary education, participants in. the 25/5 scheme, 
students taking single courses, etc.' He suggests that while this trend is 
clearest in Sweden, which has made the most explicit provision fbr recurrent " 4 * 
-education, it may also bcpresent in other countries such as Britain afrd the 
United States which have made provision forlthe education of adults. 

But while they may affect transfer ratios, 4 expanded opportunities for 
recurrent education would not explain the lack of growtlvin the proportion of 
the secondary school population which stays on and gains upper secondary 
* qualifications. And in reflecting on why my predictions on that score did not 
come true, I suggested that I had not given enough weight to the strongly 
held attitudes of Europeans toward upper secondary schools, and the long 
historical links of those schools to the learned professions and to 61ite forms 
of higher education, particularly the universities. 'If toenter that world was a 
mark of high academic .ability, or more often, of high social class origins, 
then ordinary people in European countries on the whok have not though* 
-attending university was appropriate few: themselves or tJieiV children, despite 
what their progressive governments may have wished' (Trow 1979). The 
United States, by contrast, had no such long-standing link between its not 
very 61ite comprehensive high schools and its elite forms of higher education. 
1 'In the United States, class-linked attitudes toward education are much ' 
foeakf r, a&d the view of educatipn as an important avenue of mobility, and 
the more of it the better , is much more widespread even among working-class 
families and ethnib .minorities;' Thus cultural or class values and 
institutional barriers inhibiting young Americans from staying on in high 
school until graduation were much weaker, and in some places altogether 
absent. And a high school t diploma, in America, is sufficient to gain entry to 
some form of post-secondary education. 

Invplved here are differing concepts of social mobility, and of the role of r> 
education in achieving such mobility across generations. It may be, that we 
are seeing one manifestation of the stronger class identifications and 
structures of European society, Jhich not only have economic and political * 
but also cultural manifestationsjjjAnd among the latter are these strongef * 
class-linked conceptions of how mSfch and what kind of formal education is 
appropriate for people in different class positions. t This is an old story, but 
one which may not be changing as much or as rapidly as we thought, or 
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wished.. Nor are these attitudes as responsive to public policy as we have 
imagined. v ' 

Thus it may be that t he attitudes of secondary school students toward 

, higher education will be a greater constraint on the growth of European 
systems of higher education than the traditional and structured (but now 

•declining)- conservatism of its institutions of. higher education. These 
attitudes maybe reinforced by the narrowing of wage rates between .youth 
and adults over the past decacte, resulting from trade union and government 
¥ policies, a*narrowing which allows youngsters to ccmtr^st a precocious and 

^affluent adult status at age 17 or 18, if they do not go on to post-secondary 
education; with the dependency and relative poverty of university student^ 
still in statu pupillari at age 21, 22, 23 or older, and with no guarantee of the 
jobs or careers once thought appropriate for -university graduates. But there 
is clearly a danger of forecasting too little change in popular attitudes, where 
once we anticipated too much too soon. 

Three years ago, using data up to 1975, it was still possible to observe 
the overall decline in the growth rates of higher education in most industrial 
societies, and wonder whether that decline 'constituted a very temporary 
phenomenon only or whether it corresponded to a more permanent trend.' 
But the data on student flows up through 1979 do not lead to any change in 
the earlier judgement that Western European nations are not moving steadily 
tojvard a diversified system of mass higher education as I and others 
anticipated (Cerych and Colton 1980). To Cerydi and Coltfcn, the overall 
impression created by the more recent data they have gathered is that 
* * 'quantitative developments in higher education over the past few years seem* 
to challenge more, than ever any referehce to common cl&ir-cut trends 
(except in the case of the continuous growth in female participation): to a 
greatej extent, perhaps, than at any time in the past, one is confronted with 

'almost annual fluctuations and divergences, both within and between 
countries. . . . This instability may be explainecLat least partly by the 
changing nature of higher education and especially of its students. . . .\ 

In part, at least, the lack of pattern in the data as compared with earlier 
periods may reflect the increasing heterogeneity of institutions and of 
students within the statistical categories. As a itsult of jpyernment policies, 
we arfe now lumping quite dissimilar institutions and students into common 
categories, and the sub-types concealed in those rubrics may be quite 
differently responsive to different economic and educational forces and 
events. I stispect that to understand what is happening behind the figures for 
any given country we will need to disaggregate them, and to look' much more 
closely at finer sub-groups of students, and sub-categories of institutions. For 
example, we could not understand the Swedish figures after 1976 if we did 

, not know that a substantial part of the growtrfin their enrolments in higher 
■* education has been made up of mature Students coming in under the new 
25/5 law without needing special academic qualifications or higher 
secondary school certificates, and for the most part enrolling for one or two 
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, courses, often ^without the intention of earning a dfegree — what in the United 
^ States would be called Extension students*: 

Close attention to the statistics 'cm student Aqws, the size of age cohorts, 
the numbers of qualified school-leavers, transfer rates, the numbers of new 
- entrants to yarious forms of higher education, degrees awarded, total 
entrdlments and'all the various rates and trends and disaggregations that 
k ' those data make possible, have great value for' illuminating the emerging 
changes^and characteristics of our systems. But they have a tendency in 
the'mselves to shape and finally to limit our understanding of the 
development of our systems and our institutions. Because when we try to 
explain those rates and frends, we find ourselves turning to various social 
psychtfogical explanations — explanations which are rooted in the attitudes 
or values of assessments or calculations of some group of actual or- potential 
% , college or university students. There is the social psychology of the 
economist, ^rfd his conception of economic man (or boy). Thefe is the social 
psychology of * the cyljural anthropologist, talking of different class 
sub-cultures, and the different attitudes within them towards higher, 
education. There is the social psychology oflhe educational psychologist, 
t , 9 interested in the academic abilities and motivations of students, and in the 
proportions in an age grade who are 'really able ahd interested in higher 
* ' education*. We can see all these and others in the recent litera^ire cm student 
* flows; their limitations are less apparent. 

For example/ when we confront the levelling-off, and in somccases the 
cjeclin^ in transfer rates in Western European countries over the past decade, 
the 'natural* question that arises, at least for an American, is why should the 
desire to continue formal studies' not gradually/move "'down* and through the 
social structure, beyond tfie social and academic Elites which -had provided 
the stjidents for the old small- 61ite university system? Those systems had 
grown greatly in the 1960s ^ why shfold they not grow.fiirther, apd indeed 
finally involve nearly the whole population of school-leavers in some form of 
post-secondary education, somewhat parallel to the growth of higher 
sefipndaiy education in the preceding decades? , , 

One explanation, rather favoured by economists, assumed a kind of 
rational calculation on the part of potential or prospective students regarding 
graduate career prospects. As the proportions gaining degrees increase, the 
rate of Veturn on the investment i* college education declines, dark Ktrr 
suggests that oyer the two decade*etwdn 196frand 1980, tfie decades that 
he calls The Golden Age* of higner education, The comparative monetary 
value of a college degree,(in thfe United States) fell in relation to a high.school 
. degree with long,run implication* for the equalization of earned income. The 
, rate of return on the investment in college education went down by about 
one-third -with implications for fiiture attendance rates in college, 
particularly for majority males' (Kerr 1980). Roger G^ger , citing:the French 
economist, kevy-Garboua, points to -'a general correlation between the 
economic rewards for university study and the time and effort students are 

ill 
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wjlliog to commit to it. As graduate labour markets have continued to 
weaken, French students have devoted larger proportions of their time to 
part-time jobs or leisure activities' (Geiger 1980). It certainly seems plausible 
that poor job prospects for graduates or a decline in the monetary advantage 
of a degree should each depress the readiness of school-leavers to mate the 
necessary sacrifices in time, energy, direct costs and foregone income. 

But the opposite can be argued,, and is, often by the same authors. The 
very same bulge of college graduates in the labour market which should 
depress the return on the investment on college attendance. creates intense 
, competition among the unfortunate members of this bulge, deduced chances 
for promotion, increase^ occupational frustration, arid, incidentally, a 
heightened><Jemand for additional higher education' (Kerr 1980). Geige* 
spells this process out in his concept of ^he^penalty effect*. 

% The surfeit of college graduates on the labor markets in the 1970s, in 
the-U.S. and elsewhere, has produced the phenomenon of credential 
inflation. ... * 
Tew of the frustrated graduates spend an inordinate period of time in 
unemployment lines. Rather, they eventually accept less prestigious 
positions than theyj^ad oridnally hoped for, often ones that had' not 
been considered graduitf|rositions ai all. In doing so they effectively 
displace workers with ^reducation. Thus, the positions in question 
over time become upgraded to graduate status, and graduates 
c/>rrespondingly become "occupational^ downgraded" as they lower 
their original expectatioris. As this occurs it might seem graduate status 
would become less and less ehlicing, but in fact it is the obverse effect 
that has the most significant impact. As more workers acquire graduate 
credentials those with less education are effectively penalized by being 
pus^d farther down the occupational hierarchy. So, at the same time 
. m that the pull of superior graduate earnings is weakening, this very pen- 
alty effect provides an increasingly powerful push toward college fa- 
potential students.' (Geiger 1980) 



Geiger argues that the penalty efftl^drives able students in the United 
States to try^to increase their edge over the competition by staying on in 
university for' a postgraduate or professional degree. In his view, the socially 
and academically marginal , students, with tenuous motivation and con- 
flicting interests, respond to their perception of the uncertainty of the 
eventual rewards of higher education by 'actually ^discounting" the value of 
an eventual degree by reducing the value of their investment in it.* * 
. . . . i* ♦ 

This discounting assumes two forms,. -First, the cost is kept low either by 
attendirig inexpensive community colleges or by mixing schooling with, 
part ex* full-time work. Secdidly, the investment is made incrementally, 4 
course by course, semester by semester. Schooling can be interrupted or 
* r 
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discontinued any time that circumstances would seem to warrant. And, 
vb apparently it often is: the actual enrolment patteftis of individual 
Marginals are notoriously irregular, reflecting their tenuous ^motivation* 
and the^nterCerence of non-academic activities. This mak^Jhese 
patterns sensitive to immediate labor market conditions. Work and 
education in many cases would seem^to be strongly inter-related, so that 
the more satisfactory working opportunities become the less they desire 
additional education, and vice-versa. For example, in 1975, as the 
economy -was just beginning to emerge from a severe recession, 
qommunitycdlege enrollments mushroomed by25%, but in 1978, when 
employment w^s at recofd levels, 'total enrollments werS.down by some 
3°7o with a decided shift from full-time to part-time status/ (Geiafif 
1980> ^ * , " ~ 

This explanation of the behaviour of Marginals', focusing, on rafter 
subtle interpretations of their attitudes towards study," their ambition, and 
their assessments of the cash value of academic credentials, all presuppose 
an institutional system 1 which allows marginal students to creep along, 
semester by semester, accumulating credits toward degrees, working part- \ 
time Without penalty or opprobrium. That is a good deal easier to do in the 
United. States than in most Western European countries. In the United 
States that pattern swells enrolment rates, and provides genuine access to 
higher education and its credentials and degrees. A comparable Jcind of 
calculation in France,, by Geiger's testimony, leads marginal university 
students to spend less time in class, and to drop out when they make no 
academic progress. What is needed, evidently, is a closer examination of the 
quite different educational outcomes of similar student attitudes aiid behavi- 
ours in different systems, or the different attitudes*anclhehaviours of similar 
students generated by different institutional structures and arrangements. 
To put it differently, we need a social psycholog/*bf 'student flows', 
appropriately disaggregated, and rooted in the varying organizational forms 
and processes that characterize our different national systems of higher 
education. . 

I am not suggesting that this kind of analysis is not now doqe. It is 
precisely what characterizes the best work in our area of interest. But it 
should be done more systematically and continuously, at once the object of , 
our efforts and our criticism. Ear we must go beyond the invaluable 
demographies to empirical research on the attitudes and behaviours of the 
actors in our institutions, and this means ethnography as mil as survey 
research. At the same time we, need ta have a^ sophisticated sense of our 
colleges and "universities as organizations and. systems — how and why they 
are what they are and behave as they do. And this, I think, .means historical 
and comparative perspectives cm our systems, as well as the more familiar 
organizational studies of them. 

' These strictures apply to my own work with as much force as to others*. 
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In my speculations above, and in the paper I wrote in 197$, on why my earlier 
predictions of steady growth irr transfer rates had 'been in frror, I suggested 
that I might have underestimated the strength of class-based attitudes^ 
toward^ higher education, the fact that ordinary people in Europeans 
countries, especially those of lower-middle and working-class origins, 'on the 
whole have not thought attending university was appropriate for themselves 
or their children, despite what their progressive governments may have 
wished/ By contrast, in the United States, class-linked attitudes' to\yard 
education are much weaker and the view of education as ail important 
avenue of mobility, and the more of iUhe better, is much more widespread 
even among working-class families and ethnic minorities.' 

That assertion needs to be studied fcritically and empirically. In 1978 14 
per cent of the students in American colleges and universities came from 
families in the bottom 20 per cent of the national income distribution: That 
is, I think, a higher proportion than is found in other advanced industrial 
societies. But it is an open question whether that relatively high proportion is 

• a result of the class values and attitudes toward education that I spoke of, or 
of the existence of cheap and convenient public community and four-year 
colleges which are counted as part of our system of ttigher education, but in 
Great Britain are relegated to the residual categor^ 0 f 'further education'. 
We know, for'example, that in the United States the establishment of a 

' community college will almost immediately increase the proportrfR* of 
working-cla^s students in that community who continue into post-swondary 
education. ^ 
% I raise these critical questions not fat their own sake but because they 

. have implications for policy. Sweeping interpretations of the data on student 
flows at the level of the social psychology of groups or of substantial values 
jnay distract our attention from the possibilities of influencing behaviour, 
even in the framework of those attitudes and values. It is when we examine 
such assertions critically and comparatively, and especially across different 
systems of education, that we are reminded of the potential effects of public 
policy pa the f^rms and structures of education, and through them on 

behaviours and OTtcoines that concern us. 

But if we are "> be interventionists and activists, then vve must be 
c sensitive to the potential costs of our interventions, to the trade-offs involved, 
and to the almost certain unintended effects of changes in institutional 
arrangements. This reflection embraces again the issue I touched on earlier 
of the relation between access and educational achievement, atjeastas that 
relation shows itself currently \n Britain and the United States. 

Despite all the disillusion in Western Europe with the United States as 
idea and as nation over the past two decades, American higher education still 
exists foj^uropg^is as a model or exemplar of what a system of mass higher * 
educatibn with broad access might look like. For example, Shirley Williams, 



in a qritifeal comn^t on British education, observes that the institutions of 
higher education in Britain do not see themselves as resource centres for their 
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own cities or counties in the way /hat American universities do. But there 
m need be no tension between this role and the role of being internationally 
recognized centres of academic excellence'. The University of California at 
Berkeley, for instance, manages both without damaging its reputation' 
(Williams 1981). 

While the United States may no longer he an exemplar toward which * 
other nations move, as I once anticipated, or, in other words, if it is no longer 
a central part of a predictive model of development, it may still be useful as a 
point of comparative analysis, and as a source and empirical test of policies 
and programmes elsewhere. It can serve this function not only in the some- 
what platitudinous^ense that we canlall learn from one another, but in-the 
more specific sense that the United ^ftates may have developed institutional 
forms and arrangements that Britain and others can adapt to their benefit. 

The feasibility of the transfer of social technology across national and 
cultural borders is a large and problematic issue. We all know that we cannot^ 
simply import social arrangements from other countries and insert them in 
our own systems; like many organ transplants, they 'don't take' and ai^e 
rejected by the host country. But we also know, and see all round us, ■ 
institutional ideas and arrangements which have been borrowed from other 
countries and with Appropriate adaptations and modifications are now part 
of our institutional systems. Half the nations in the world adopted,the British 
parliamentary idea, with a range in- variations in outcome as wide as the 
range of adopting countries. But while it may be possible iofsdme American 
patterns and arrangements to be imported by Britain onefchinks*, for 
t example, of the easy transfer of academic credits, openTforolment 
institutions that permit full-time work for degrees, student loans — it is I 
think important to understand the historical and institutional context which 
gave rise to those* patterns, and the quite different ones to which it is 
proposed to adapt them. Such close comparative scrutiny 3 may allow us to 
anticipate the probabilities of success or failure, and to anticipate the 
inevitable strains that alien forms set up in institutions, as well as the kinds 
of modifications (or deformations) that they inevitably undergo. We may also 
learn something about the unintended consequences that those imports are * 

• likely to engender, along with or in place of their intended effects. 

* c 

• GREAT BRITAIN: HIGH STANDARDS AND CONSTRAINED ACCESS 
When we reflect on the differences between the British and the American 
systems of higher education, *we are forced to csnfrgnt the relationship of 
access tp academic standards. My sense is that in Britain since World War II 
there have been two broadly different views on higher education. The. * 
conservatives haveji^d that only a rather small proportion of young men and 
women havtf the talent and arftbition to do really advanced intellectual work, 
and that by sequential selection and preparation through the school^ those 

' * few could be identified and prepared to pass the examinations necessary fa- 
entry into th£ universities or university-like institutions. The progressives 
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have believed that the *pool of ability' j^s potentially much larger than* the 
existing arrangements allowed toemerg?. They believed that growing up in a 
class society itself treated sharp- differences in academic motivations and 
achievement among children differently located in that society, and moreover 
that the secondary scftool system- that emerged fi^wuhe 1944 Act itself was 
one of the institutional restraints an the emergence o^ larger numbers able 
to qualify for higher education. Their first prescription for reform was the 
.comprehensive secondary school with a higher school-leaving age, designed 
to ,bring larger numbers, and especially larger numbers of lower- and 
working-class* children, nearer to the point of university entry and qjtfch 
nearer to the entry *p sixth form in which continued attendance was a 
prerequisite fbr university entry. The reformers' second presc^ption called 
for expansion of the university system, partly irfaesponse to the anticipated* 
growth of demand forplaces, partly out of a sense that an in/creased supply 
stimulates demand. Third, the reform'lhovement called for the creation of 
alternative forms of higher education, as rigorous^and demanding in their 
way a^ university studies, but linked more directly to the needs of 'new 
students-' from more modest social origins, with a presumed stitonger 
vocational interest. Fourth, the same people, on the whole, were the force 
behind the O^n University, an alternative route to degrees and certificates 
for mature students already out of school and at work, an institutionalized 
way to bridge the generation as well as the class gap, and make modest 
amends'to those who had come of age before the comprehensive schools'and 
wider opportunities for university entry had been^created.1. 

^ I do not mean tOTninimize the significance of the differences between 
academic conservatives~.and progressives in Britaift. But from a trans- 
Atlantic perspective what these two broad strands in British opinion have in 
common outweighs the issues on which they differ. What their views share 
are at least these elements: ^ ** 6 e m y 

1 • Entry 4o higher education, whether university or non-university, 
shall be through evidence of academic qualification: passing 
$ national exams toward the end of secondary schooling, plus in a few 

institutions additional tests and interviews /also aimed at assessing" 
' academic achievement and potential. 
. 2 The academic standards of institutions which award degrees shall 
be high, and, so far as possible, similar throughout the country, 
with appropriate variations for different courses and subjects. 
3 Standards shall be kept high by arranging that the strongest 
institutions^departments, scholars and scientists are held up as the 
appropriate models for all of higher educatioh. While it is. 
recognized that not every scientist can be a Nobel Prize winner, it is 
taken as a norm that work of world class can be expected at every 
university, and that the differences in this respect among, the 
universities are .differences in degree and not in kind. And while 
there is a certain ambivalence and uncertaintyin this respect with 
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regard to the polytechnics, there has been sinpe their creation the* 
assertion both from government and ,from the* polytechnics 
themselves that they would and should create. their own* forms of 
* excellence. _ ^_ 

The uniformity of high standards acfross the whole system is-achieVed in 
a number^of ways. First, fliers is the character of the student intake, all 
meeting at least the common minimum requirements for entry, and thereat 
majority of them, at least in the university, young and attending full time. 
In addition, there are other mechanisms to» achieve and sifstain a national 
standard of excellence. There gre theassumed high common standards of the 
univgreity Honours degree; the vishing examinersr to apply those common 
. standard^ ihroughout the sjgtem; the common salary schedule for academic 
staff; the roughly common workload among the various ihsjtftutions; the 
application (at least until very recently) of common criteria b/the UGC and 
othfer funding agencies to the grant requests of the various institutions; the 
role of the'CNAA, T^th, in its early days, its largely, university staff 
membership, certifying ; cburses in the public sector. 

Both the high andsihe Imiform character of academic standards are 
reinforced by the pattern "of student stipends, which hoyvever inadequate they 
may seem to British 'academits and their students/ are generous by the 
standards of many-countries, and certainly, in (he aggregate, expensive. The 
provisionof such stipends' can only be justified, in Britain or elsewhere, for 
the support of highly qualified students in institutions of high quality, the 
combination ensuring § an intense and effective education that pro$nis« 
_substantial returns, etonorpic,* social, cultural and political to the- society 
which provides that support. . \ 

But the high and common standards which mark British universities 
and polytechnics alike ultimately rest on the provision of other educational 
resources: the rich staff/student ratids, for So many years -tenaciously and 
indeed successfully, defended at or near 1:8 through decades of economic 
hardship, and now, perhaps under the greatest pressure, moving to 1;10 on 
average? Moreover, and in support of this staff/student ratio, there is a 
relatively high provision of other educational resources: buildings, offices, 
libraries, laboratories, staff support and the like, on a WgK and common 
standard throughout the system. 

What I have been describing is an 61ite system of higher education, or at 
least the publi* life of that jsystem, its economic base and organizational 
structure. Its private life reveals itself in two major ways: what actually. 

* « happens to students during their exposure to it — the shaping of mind and ' 
sensibility, the development of intellectual skills and, capacities, and so on — 
and the scientific and scholarly research at international standards that is 
produced by the academic staff, sometimes with the help of students. The 
high rate of retention until graduation is also a mark of such a ^ystem, and of 
-a kind tljatallowsTlte defenders of British universities to claim: a particularly 

* favourable cost/benefit ratio. Those effects on students and scholarship are 4 
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. r accomplished by an 61ite system of higher education, rather .than, as in the 
United States, by the 4ite parts of admass systeifr. It is significant that in thtf * 
British system of higher education*both of these effects — s resulting from ni 
interne teaching and a high level of research are found'throughout "the ? 
system, the best internal evidence that Britain is indeed Tunning an ilite * 
♦ € _ system rather than a mass system >vith some 61ite institutions. 
" \ • The best evidence that this system J I have described^ still alive, and .not 
the hollow bulk of former institutions, like other survivorjs oTearligr times, is 
that the people who are emplpyed'by the system still work so haxlftp make'it 
work as it has. It is always impressive to an/American to see the heavyloads 
of teaching in British universities, the readiness of the staff to serve* oil the 
committees which bring academic values and stefldardsOrfTJfear on the 

9 w .operation of .the institut^^the only teal alternative" to bureaucratic, 
management, by ncm-acad^ics); £nd the readiness of university lecturer's* 
and professors to rfead scripts and to Vrvie as t&ctermil examiners. 

I have been panting to a N network o^ structures, organizations, norms, ) 
pattefn? of behaviour which are tightfy interlocking and 'mutually supportive; 
holding together finally not wily by custdm and habit t but by the continuing * 
conviction that this js what a university is and^Btw it shdtild work. At the* 
heart of the web -are the universities, ^quantitatively dominant' as well as 
normatively pre-emineirt. The , polytechnics and other 'institutions pf higBe/ 1 
education in the public sector share nteny of the Central characteristics of the. 
universities, including roughly comparable, staff/styderit, ratios, d similar - « 
salary schedule, comparable requirements for entry^d stjidfent stipends, at * 
least for those taking full-time or sandwich work, fevtytheOpen Urfversity, 
created precisely to reach a segment of tl\e population th'^t'did not continue • 
, on to higher educaticm directly from school, and Mfhich waives the Iffiiyersity 
and polytechnic entry requirements, is staffed* and i&id^t^ university f 

: standards, and teaches and awards degrees wi|hi|i those standards. This ' 
, system of 61ite higher education includes the' sixth form and sixth form 
colleges, which prepare students for entry into higher education. 

— ^ The parts and shape of a' web such as this *are, as the clipkians say, 
over-determined. Foe example, thelfebmmitment v of this ifite systehi to Ijjgh 
(and consequently expensive) standards throughout British^higher education 
is surprising to Americans, accustomed to wider 1 diversity, greater Variation 
both of standards and costs, and the resulting,hi"erarchy 6f institutions that" 
characterized the American system. In Britain, I believe, the qomntftmciu to 
the formal equality of degree-granting institution^ j» felatfed to 'the 
widespread belief after World War II that more v^king-class*yeuth |bng - 
excluded from universities in any significant numbers — should, be given 
better access both to universities and to other forms ^higher education. '* ' 

Bflt this belief, as mucl^a ihorai conviction^ as an 'estimate -of tte * 
untapped 'pool of ability*, was accompanied by i resolve that if workfng-elass 
youth did, against all handicaps, gain the necessary qualifications, then they 
deserved nothing but the best* by way oWiigher education. No second-class 
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^ institutions, no higher education 'on jjje^heap*, for those who had been, at 
• ? least .educationally, for too Jong sercond-class ckizens. If there were 
4 institutions especially attractive to working-class students', then they should 
be as good in their way as th£ universities ^ if not immediately in academic 
terms, then at least in cost. This feeling t laV behind^the transformation of the 
colleges of advanced technology intoyniversities, as well as the ongoing level 
afsupport for, the polytechnics. 

While an American observer may find no strictly academic necessity for 
•7 such a firm principle of equality — both of cost and of nomijial academic 
standard — across the whole range otBritish higher education, it is pechaps 
required by Britain's particular sociarand political history, and especially by 
its class relations. By contrast, the United States, as a society, does not feel 
especially guilty towards the working class or its children (as it does towards 
black and some other minorities).' So where Britain says 'nothing bitt the 
. best r , with all the implications for a constraint on access which that slogan 
has, Agpricaiis are likely to feel that 'something is better than noting', and 
take it as a matter of course that students from less affluent families will, on 
average, go t* less expensive institutions, many (though not all) of lower 
i .academic standard. * a . , x 

, So Britishpditkal valyes, as well as its institutions of higher education, 
place great constraints on access One can try to increase the total lumbers 
in the system, more or less successful^ as Britaiadid during the 1960s. One 
can try to modify the social composition of entrants to higher education, 
^ increasing |he numbers of under-represented groups, either of class or of 
ethnic group origin. One can try to modify the age distribution in uniyerjities 
and bring more mature students into the system. And one can try to bring 
more part-time working students into the system. But as long as one 1s* 
meeting high standards both for entry and for successful completion of work 
toward- the degree, the network of institutional and normative forces 
sketched above will make it very difficult to bring about any substantial 
* ^ change in the number or kind of students admitted*. 

THE UNITED STATES: EASY ACCESS AND PROBLEMATIC^ 
ACHIEVEMENT ^ 
f In Great Britain, at least in the ipodern era, society has made a commitment 
to high uniform standards in its requirements both for entering into the 
system of higher education, as well as for the work required to earn a degree. 
Efforts to expand accessor to make it more equitable have been constrained 
within the limits of th&e^tandatfs. Jnihe United States, by contrast, and* 
almost uiiiquely in the world, society has ( almost from its beginning taken 
ease and breadth of access^ to sonje form of post-secondary education as 
desirable, and its colleges and universities have for the most part struggled to. 
achieve such^standards pf performance In paching anjl ^scholarship a£ are 
compatible with ease of access. Looking at fne system as a whol^(though of 
7 cSurse this would not be true for any specific institution) society has not let 
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standards of achievement stand in the way of growth either at entry, or for 
the earned degree. To take one important example? in 1965 there were about 
275,000 black students dnrolled in all American colleges and universities. By 
1977 that figure had grown to 1.1 million, and currently has levell^W at 
about one million — roughly 10 pef cent of the whole^population in cdfeges 
and universities. (Incidentally, the proportion of blacks attending cdleg?&N 
university full-time in the United States is currently about 72 per cenf, a little 
higher than the 70 per cent of white students enrolled for full-time study.) If 
we take students of black, Asian and Native American origins together, they 
constituted 6.6 per cent of the undergraduate enrolments Coverall in 1960, 
and almost exactly twice that, or 13 per cent, in 1978 (Kerr 1980). 6 
. A substantial growth of the minority student population was a major • 
national commitment in the United States during the decade of the 70s. The 
+ minorities wanted it, the federal governmehts under both' Republican and - 
Democratic administrations supported it, and the institutions of higher 
education .themselves, almost' without exception, were totally committed to 
it. The reasons for this national commitment take us quickly to the issue of 
the role and functions of higher education in American society. In the fifties . 
and sixties society began the broad effort fo transform a racial group defined . 
by its^physical characteristics and history of subordination into an ethnic * 
grotfp, alongside the many others that make up American society. In order J * 
for tjjis to occur, it is necessary to create a large and educated black middle 
class so that blacks are differentiated by class and occupational interests 
just as are other groups. But that almost certainly could not have happened ff 
our colleges and Universities, like those in Britain, had been committed to a 
high and' common standard of achievement throughout. 7 

American colleges and universities are beginning to perform the same 
function for recent immigrants of Hispanic origin — both Puerto Ricans and „ 
Mexicans. As , completion of secondary education has become nearly % 
universal m the United States, and as its standards and the' value of its 
credentials have declined both relatively and, recently, absolutely, higher 
education has become a central vehicle for social mobility as well as social- 
integration. It has, thus inherited some of the functions performed x 
traditionally (at least after the middle of the nineteenth century) by our 
comprehensive high schools. CfllegjeTaUd universities will perform those 
functions differently — they are voluntary institutions, whereas high school 
attendance was mostly involuntary, and tfiey are linked to the national scene, , 
and to the national and international academic disciplines, while the high 
schools were very closely tied to theinlocal communities. But as with the high" * 
m schools, taking on a broad commitment to social mobility ariJ social 
integration places strains on the integrity of universities -and colleges as 
academic institutions and»on their 'standards of achievement. . - 




APPROACHES TO THE AMERICAN SYSTEM 
A systematic approach to the isSue of America's peculiar commitment to ease 
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of access over uniform high academic standards would involve answers to at 
least these questions: 

1 What were the origins of that commitment? Has it bepn that way, 
from the beginning — and given our roots in English and Scottish 
culture and institutions, how and when could It have diverged so 
sharply? The answer to that question iTa footnote, though a 
fascinating one, to the emergence of the American nation auring 

* our colonial period. , * 

2 Whatever its origins, what were the institutional arrangynents and 
. the social, political and economic structures that developed to 

permit and sustain a system of openness and diversity? Wis is in 
part a story of the weakness both of central government and of the 
academic guilds, and of the extraordinary strength of market forces 
from earliest days in American higher education. 

3 How did the system that developed in the nineteenth century, and 
especially after the Gvil War, respond to the enormous pressures 
for growth and further diversification that followed World War II? 
More abstractly^jyhat functions has mass and universal higher 
education playe^in the social, political and economic fife of the 
country over the past hundred years, and how does it continue to 
perform those functions? The GI Bill and the role of the* veterans of 

, World War II in the colleges andjiniversities are part of that story; 
the role of the system in the racial revolution is another part; and 

' the substantial changes that haVe taken place in the role of women 
in society, particularly in their opportunities for leadership in* 
business, industry and the professions, is yet another. 8 ' . 

4 A narrower b^t no less crucial question is: How does a system 
seemingly so dominated by its broad socfal functions and market 

' forces deal with the issue of competence, performance and 

- - achievement? 
i It is of course not possible to answer such questions systematically infhis 
essay. But by way of illustration, I shall discuss the relative power oftfie 
market in American higher education, and try to show how the influence of , 
market forces; almost unigpdy in the world, affects' every aspect of oqr 4 
# ^system in ways that must irifluehce their transferability to othf r societies. We, 
are speaking, as in the cas$ of British higher education, of a system, a web of 
interwoven elements, mutually supportive, receptive to some kinds of change 
and resident to others, with its own strengths ap& weakness, and generating 
its own characteristic set of problems. For Britain, in a* word, the problems of 
% higher education have been A>w to increase its links to the larger society, how 
to strengftieif its popujar functions, broaden -and make more equitable the 
access to it, and increase its contributions not only to industry and the 

, economy but also to the local and National communities, and to applied 
.knowledge of all kinds. In the •United States the problems for higher^ 

^^education are how to maintain the integrity of the fnstitutions, their 
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commitment to their own Standards and values/ to their 'autonomous* 
functions, inthe face' of powerful social and market forces at work bn and in 
them. ' V 

In approaching & system, one can start almost anywhere, and e\fentualiy 
implicate almost everything in it. One -place to start is with the peculiar 
American commitment* to a generalized, non^specialized education ' for 
undergraduates. Almost everywhere American colleges awSrtf^egreeaon the 
successful accumulation of a certain number o£ credits, earned there or in 
some other 'accredited' institution, of which*' fr*subfctantiar proportion, 
. usually 40 to 60 per cent of all units^arned, are ]ilcen outside the student's 
. field of specialization. Indeed in mtet four-year colleges and universities,, the 
first two years are largely given over to meeting these 'breadth' requirements 
^. outside the major fielti, and a substantial part of the last two years is ,also, 
taken in .work outside the major. In many colleges and universities aitudent 
rflay not even necessarily 'declare' a major field of concentration until the - 
third year, an^even then the major itself may be a bfoad and self-designed * ' 
* ( interdisciplinary major. The actual cpurses taken to fulfil. these breadth 
requirements are chosen by the student, sometimes .with the help of a * 
counsellor, frofti the very wide array of undergraduate courses offered by* 
most colleges and universities. 'This great freedom of choice immediately r - ' 
points to the vulnerability to market forces both of the curriculum and of the • 
, institution at large. [ 

* But we can also quickly see implications of that set of arrangemrats 
• for access to higher education. It means, amon^&her things, that a student 
need not have done specialized studies in the last years of secondary school, 
thus allo*ing>not tmly a delay in deciding upon a field of specialization, but 
^ also a delay until the very last moment in deciding whether to continue on to 
post-secondary education. Indeed, it allows that decision to be made some 
years after leaving secondary school without lurther handicap. 

But the pattern of general education has broader, social and historical 
sources. If we enter the American, web by moving along this strand of 
general, non-specialized studies, we begin by observing that gener& - 
education is thought to be in the service of an American conception of 
liberal' education which is rooted,.in the United States as nowhere else, \q 
the curriculum, and is vulnerable %s nowhere else to fhe market. 
>: m A concern for general education is a peculiarly AmeWan problem for 
two reasons. First, in most Europekn industrial societies (let us set asid£ 
.fepan) university education is, as it ha^ been almost from medieval times, 
very closely linked to a preparation for a career — in one of the old / 
* profusions of law or medicine or the clergy, or in the civil service, w in 
„ teaching in a university or an ^lite, selective secondary school. In ' the 
nineteenth and twentieth^enturies the range of professions that students 
prepared for .in European universities broaderied to include engineering, 
business management, social administration, and other non-£lite, forms of 
primary and secondary school teaching. But cm the whole, what w<* thijuk of 
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as a liberal education — the cultivation of certain qualities of mind, the 
capacity to reflect on experience and to bring to it an historical perspective, 
certain critical and analytical capacities, the capacity for making 
independent judgements, the cultivation of aesthetic sensibilities — all of 
these and more are, or were until very recently in European societies, to a 
very large degree the task of the Slite secondary' school — the gymnasium, 
lyc6e, or grammar school. By the time young men (and ,the exclusion of 'the 
other gender is ndfagsjidental) reached university, a year or two older on 
averag^g^n'in the united States, they were ready to begin their serious 
professional education. And on the whole wh2t they studied in university was 
closejf keyed to their subsequent professional careers, even where, a$ m 
Ggtat, Britain, the study of classical civilization was thought to be ^n 
appropriate preparation for entry into the civil service. This is not to say that 
their liberal education was not furthered in the university, but only that it 

'„ occurred, when it occurred, as a by-product of a professional education — 
through reading outside formal study, through membership of literary and 
drama societies, through hearing and playing music, and travel, and above 
all through* conversation. Unlike Americans, Europeans did not-believe that 
students only learn what they are taught, and they placed the burden of 
^, much of what we call liberal education on the influence — informal, 
unscheduled, and unsupervised — o£the university environment: that is to 
say/on -the cultural and intellectual resources of the university, of the student 
^culture, and of the city or, town in which it was located and to which it was 
linked in many -ways. This conception of liberal education works, when it 
works, in 61ite universities, with students who already have a broad and often 
superb advanced secondary education, arjd who often come from privileged 
r and educated homes where liberal education was already implicit in the 
culture of the family,4ts books and dinner conversation. And the whole of trie 
life of the student in the traditional British university — long vacations, 
freedom from the American student's relentless round of classes and 
examinations, &ftd from the necessity to hold other kinds of paid jobs during 
university years — macle it possible for his liberal education to be a function 

\ of the student's life and status rather than of the curriculum. 

w In America, things are otherwise, and have been for a long time. We can 
find certain similarities and parallels to European universities on the 
American scene — the importance of extra-curricular literary societies in the 
old pre-Ovil War college, and even the meetings/ lectures,* theatre and dance 
and musical performances that mark the calendar of every modern American 
rojlege and university. Nevertheless, liberal education in America is 
^bedded in the curriculum rather^ than in* the culture?' it is, as we say, 
institutionalized in the liberal arts departmentsof the university, and when it 
is threatened, the threats are more visible because they are felt directly by its 
institutions. 

Why liberal education is in this country a matter of the university 
curriculum rather than of the culture sheds light on the enorirfbus difference 
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between our systems of higher education and those of Western European 
countries. It was a mark of the 61ite university systems throughout Western 
^Europe as recently as fifteen or twenty years ago that enrolments came to no 
more than four to six per cent of the age grade. Students were drawn very 
largely from well-to-do and educated homes, and had gone through the 6lite 
preparatory secondary school systems that subjected them to an education of 
a depth and intensity — in history, literature, science and mathematics -|f 
that we find almost unimaginable for late adolescents in. our own country. 

So it was social selectivity,, the character of European secondary 
education, and the style and culture of university life that allowed liberal 
education to be carried on outside the curriculum in Europe. In America, 
throughout our history, but increasingly over the past century, the 
democratization of access to higher education, the relative weakness of our 
comprehensive high schools as compared with the 6lite preparatory schools of 
Europe, and the social and cultural isolation of our institutions have forced 
us to, provide consciously and purposely what elsewhere could happen 
spontaneously and as the natural outcome of a, set of social' arrangements. 

Liberal education in the United States is thus both stronger and more 
vulnerable than in Europe. It is stronger in that it can be made a inquired 
part of the student's experience of college life, through the coercive 
mechanisms of general education, breadth requirements and the like. Many 
European academics admire the forms of American general education, and 
decry the early, and m their view premature, specialization of a 
. professionally oriented system — especially as the informal liberal education 
that went on in and around European universities breaks down with the 
expansion and democratization of access and the decline of the dite 
university culture in Europe. 

But if liberal education in America is stronger for being institution- 
alized,^ is also more vulnerable to market forces, and especially to the ebb 
and flow — recently more ebb th^n flow — of recruitment and enrolment , 
and of the volatility of student subject preferences. Here I think it may be 
helpful to reflect on the central role of the market in American higher 
( education, again by contrast with European countries. 

THE MARKET AND HIGHER EDUCATION 

The concept of markets in higher education is a way of talking about the 
many actors in a system of higher education who make decisions, and about 
v .the aggregate effects of the decisions made by these actors — students, 
faculty members, and administrators — located in a large number of colleges 
and universities. In markets we see operating a patte rn of s ocial choice, the 

— relativelyinde^Uenract^ 

not formally directed or co-ordinated, the outcomes of which no one has 
planned, but which is a 'resultant' rather than a 'solution' (Banfield 1961). 

^ Th£ significance of markets in higher education is that as compared with 
^other forms of social action- the outcomes are not the result of planning or 

9 * 

ERJC 



110 A0CESS TO HIGHEk EDUCATION 

* 

centralized purposive decision; moreover when the sellers (producers) are 
^ ^ relatively numerous, their.behaviours are marked by competition among • 
them for the custom of the buyers. And th^t strengthens the influence of the 
%& buyers in themarket over the character and quality of the product, indeed, 
oyer the very character of the producer. 

We can see this when student age*cohorts. decline, and when colleges 
and universities compete for their enrolment. We can see it also when the ' 
sellers are graduates competing for relatively few job openings, for example 
in academic positions. Similarly, when research groups compete for scarce 
* funds, funding agencies gain power over the character, direction and quality' 
pf the research they buy — in setae areas of social science this may include 
'influence oyer the nature of the research findings. 

* Between roughly 1955 and 1970 in the United States the student 
. demand for places outstri pped the supply, and many suppliers, that is, 
colleges and universities, could raise the conditions -for entry. The influence 
of a few top medical schools on. the behayiour of pre-medical students (and 
on their undergraduate institutions) is, still a case in point. Indeed in a 
number of 61ite colleges, universities, and professional schools, applications 
still far outrun available places, and the producer retains its power in the 
market even when Enrolments nationally are stable or declining. But apart 
from the quite unusual period of rapid growtfyji demand between roughly' 
- 1955 and 1970, the supply of places has on the whole outstripped demand;, 
and buyers or potential buyers at both ends, students and the employers of c 
graduates, have had,a powerful influence on the behaviour of most colleges. 
This influence is likely to be even greater in a period of declining demand and 
declining enrolments. 

We* can see the emergence of the strength of market forces in the early 
. historv of American higher education. We can see those forces in the very 
structure and workings of our institutions.' And we can see the American 
market at work by comparison with the systems of other societies. Let us look 
at it in each of these ways: historically, comparatively, structurally. 

A multiplicity of forces and motives lay behind the establishment of • 
colleges and universities throughout Anjerican history. There were, among 
others, a variety of religious motives; a fear of relapse into barbarisn) at the 
frontier;. a need fof various 9 kinds of professionals; local J>oosterism, 
philanthropy, and speculation in land; and these in all combinations. But the 
nunjber and diversity of institutions competing with one another for 
students, resources and teachers and bringing market considerations and 
; >, market mechanisms right into the heart of this ancient cultural institution 

tequ ired the absence of any centr al force or authority,that could limit or 

contra its proliferation. Especially important has been the absence of a ~~ 
federal ministry of education with the power to charter new institutions, or of 
a single pre-eminent university that could influence them in other ways. 
< The closest we have come as a nation fo establishing such a central force 
^ was the attempt first by George Washington, and then by the next five . 
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presidents, to found a University of the United States. Washington .saw the 
possibility of creating one really first-Class university by concentrating money 
and other resources in it. As he noted in his last message to Congress: 4 Our 
country, much to its honor, contains many seminaries of learning highly 
respectable and useful; but the funds upon which they rest are too narrow to 
command the ablest professors in the different departments of liberal 
knowledge for the institution contemplated, though they would be excellent 
auxiliaries.' Here indeed, Washington was right in his diagnosis/The many 
institutions thait sprang up between the Revolution and the Civil War all 
competed for very scarce resources and all suffered to some degree from 
malnutrition^ Indeed, malnutrition at the margin is still a characteristic of 
the American system. w 

Defeat of the national university (by a Congress which essentialfy feared * 
federal instit utions and_was„ccmynitted to^states'-rights)-meantMhat * 
American hi§he^edm:ation would develop, to this day, without a single 
capstone institution. Had we concentrated resources in a university of world 
standard early jn our national life, it might have been the equal of the great 
and ancient universities of Europe or of the distinguished new universities 
then being established in Germany and elsewhere. As it was, whatever the 
^ titles of our institutions of higher learning, the nation did not have a single 
genuine university until after the Civil War^ But the other side of tHe can is 
that our hundreds of state and private colleges might never have been born if 
there had been a great federal university in Washington to establish and 
i^pokOL^gviemic standards. If those colleges had been created (for many of 
the forces behind them would still have existed) they would, have been 
relegated to a separate second class of institutions, offering post-secondary 
training in vocational subjects for young men and women of modest social 
origins, but not the same curriculum, credits, or degrees offered by the. small 
number of colleges and universities able to meet the standards established by 
the national university. Such a two-class system exists today in many 
European countries. 

The University of the United States failed: and the ironic result is that ' 
without any central model, or governmental agency able to create one or 
more national systems, all of our 3000 institutions, public and private, 
modest and pre-eminent, religious and secular, are in some way part of a 
common system in higher educatibn. 

The failure of the University of the United States, and the success of 
Dartmouth College in 1819 in its appeal to the Supreme Court against being 
taken over by the State of New Hampshire, were both 'victories for local* 
initiative and for private entrepreneur$hip. The first set limits cm the role of 
the federal government; the second set even sharper limits on the power of 
the state over private colleges. Together, these twaevents constituted a char- 
ter, for .unrestiWned initiative in the creation ofxoUeges of all sizes, shapes 
and creeds. Almost any motive or combination of motives and interests could 
bring a college into being in the United States between the Revolution and 
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the Gvil War; its survival depended largely on its being able to secure 
support from a church, from wealthy benefactors, from student fees and even 
perhaps from the state. The colleges thus created were estabished relatively 
easily, 'but without guarantees of survival. As a result their behaviour 
resembled thaTtff living organisms in an ecological system — competitive for 
resources* highly sensitive to the demands of their environment, and 
inclined , through the ruthless processes of natural selection, to be adaptive to 
those aspects of their environment that permitted their survival. So we see in f 
this frog pond a set of mechanisms that we usually associate with the 
behaviour of small entrepreneurs in a market: the anxious concern for what 
the market wishes, the readiness to adapt to its apparent preferences, the 
effort to find a special pjace in that market through*fhe marginal 
differentiation of the product, a readiness to enter into symbiotic or parasitic 

relationships with other producers for a portion of that markeL^AlLoLthis_^ 

obviously bears on the tension throughout our history between liberal 
education and vocational/professional studies. We are employing a language 
that Europeans tend to find strange and often distasteful when used in 
connection with institutions of higher learning. But distasteful or not, an 
American must insist on this central and distinguishing characteristic of 
American higher education, that it is a network of institutions which 
resembles in its behavour the myriad of % small capitalistic enterprises that 
were springing up everywhere at the same time and in {he same places, and 
often in response to the same forces. 

The market has been involved with Amefican higher education since the 
beginning in the most blatant way?. "For example, sane of the motives that 
led to the establishment of colleges were simply those of the land speculator. 
In America, as Louis Hartz has noted, the market preceded society, a central 
and powerful fact whose ramifications can be seen in all pf our institutions 
andthroughout our national life. We are, to put it crudely, not embarrassed 
by the market. We still believe it is a perfectly sensible mechanism for the 
ordering of our affairs — and iiot just economic affairs, but cultural and 
intellectual life as well. We did not inherit the corporatism of medieval life, 
or the statism of absolute monarchy. We were from our origins a liberal * 
society, and our arguments have been the arguments of various branches of 
liberalism. But Europeans, even those who rather like the market in 9 
* economic affairs, find its presence oddly embarrassing in the realm of 
culture, or religion, or statecraft, or scholarship. 

*~ The reference to Europeans prompts us to ask^in what other ways 
societies organize and manage systems of higher" education. Broadly 
spewing, there are three (Clark 1979): 

"***A Through political decisions — ^s the outcome of the play of power 
and interest? in political arenas. 
2 Through bureaucratic regulation: essentially, through manage- 
ment by a ministry and its civil service. - v 
. 3 Through the power of organized professional guilds, applying 
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academic norms and values in, the service the university as 

/ defined by the professors. * * . 

Every system organizes* itself and makes its decisions through some 
combination of all of these ways. But the relative weight and importance of 
oiie or another — market mechanisms, professional norms, bureaucratic 
regulations , and political* decision — varies greatly between national sysfems. 
^ OriS th$ whole, academic guilds are highly conservative regarding access" 
and ^standards in universities, but in the -United States the academic 
profession has been traditionally weak, and'still is so in alliiut the small 
number of 6lite colleges and research universities. Governments too, on the- 
whole, want to control access, both within their conceptions of ^national 
needs' and also within the severe constraints of scarce resources and 
competitive demands, especially when almost the whole-of the costs of higher 
educatioaare borne^y the^public-treasury^But here-againrin the United- 
States these powerful constraints on growth and ease of access are weak. And 
so market forces are relatively strong: and the market in the United Stat^C 
not only engenders demand for places, but forces the lowering both w 
academic, cultural and institutional barriers to entry, and with some help 
from politicians? even of economic barriers. 
. If we contrast American and British attitudes, Americans are on the 
whole ambivalent, seeing in markets virtues as well as threats and dangers to 
education. By contrast, Europeans tejid tor dislike market mechanisms in 
t education, and do everything they can to reduce their influence. This 
difference arises out of out profoundly differing feelings about culture. 

For Europeans, the, consumers of higher education are by definition 
incompetent,, or at least less competent than their teachers and academic 
. administrators, who together produce instruction. * Markets threaten the 
. 'integrity* of cultural institutions -by increasing *the pov^r of consumers as 
against producers: that is, the jteople whoare presumably most competent to 
supply some given kind of cultural entity, whether it t>e the performance of 
music or higher studies Jn jriulgso&hy gr„ph^ics. Eur<^>eans try .very hard to 
reduce the influence of the incompetent mass on high cultural matters, and 
to preserve a realm of 61ite determination of cultural form and content. In 
higher education most importantly, they try to insulate the financing of 
institutions -from student fees. They may do this by direct state fundihg of 
institutions and also by controlling enrolments. But even if they allow 
enrolments some degree of autonomous growth, they try to prevent' them 
from governing levels of financial suppotf. In the United States, 
enrolment-driven budgets in all but a few institutions, both public and 
i * private, ensure that most institutions are extremely sensitive to .student 
preferences, especially when the numbers of student^re declining. We can s 
$ee very clearly that as a result the power of the consumer — whether student 
or employer — will strengthen the standing of vocational and professional 
studies, while the often weak academic guilds stand opposed to the market in , - 
their defence of liberal education. 
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We can see ofher examples of the comparative hospitality of American 
institutions to market forces. One of them, for.example, can be seen in the 

• * way in which Congress decided to provide major public funding for colleges 

and * Universities. After sharp debate *in the early seventies, the federal 
government chose to fluid colleges and universities chiefly by providing 
grants and loans to students, rather than through direct support to the 
institutions thefnSelves. Thus the decision was* to subsidize higher education 
through the consumers rather than directly to the producers. The result was 
to strengthen substantially the relative power of consumers over producers, 

* Especially in a period of declining demand. 

Other countries, on the whole, do not want to strengthen the power of 
students as consumers, for fear of the effect on the character, quality and 
standards of their ins%itions and riational system. The maintenance of a 
national system of universities with high common standards requires that the 
system "be managed by state agencies in collaboration with the academic 
guilds*. The question of how to make those systems responsive to national 
needs is decided by political agencies, advised by civil servants and academic 
committees. Sometimes, for example as in Sweden, representatives of the 
great econqfmic interests, corporations .and trade unions fare placed on the 
boards that shape higher educational .policy.- (This has resulted in a 
powerful tilt toward vocational aild professional studies in Swedish 
universities.) In addition, a strongly egalitarian series of governments have, - 
through political means, increased access for mature students with work 
experience, reducing the academic criteria for entry. But almost everywhere 
outside 1 the United States, the combination of political, bureaucratic and 
professional -structures operates to mstdate higher education from competi-^ 
tive market forces, and controls aild ultimately constrains access/ 

One can see, the differenc^ betvjeen market systems and . those 
dominated by other principles of organization and political decision making 
in broad patterns of organization afed finance. But we can also see the 
influence of market mechanisms in the private life of higher education, in the 
very processes of teaching and learning. One such example is our peculiar 
system of earned and 'transferable 'credits', a kind of academic currency 
that we all take for granted in American* institutions. The unit credit system 
is almost whd^ absent from other systems where degrees are earned by 
passing*xaminations or writing dissertations. But our credits, units that can 
be accumulated, banked, transferred, and- within limits automatically 
accepted as legal academic tender toward an earned degrete throughout the 
system, make possible the extraordinary mobility of our students in three 
distinct dimensions: between field of study,' between, institutions, and over 
time. - , 

Our credit system, together with our systerp of courses, each examined 
and graded separately, is related to the American conception of a Uberal 
education, a .brqad urispecialized undergraduate curriculum, not keyed to 
any specific occupSIISh^pr profession, but emphasizing a certain fanjiliarity 
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with all the majorareas of learning. Our conception of a liberal edupation, 
especially its emphasis on the elective principle, requires the credit system — 
or, looked at differently, the credit system is made possible by an 
undergraduate .curriculum which is Jbased on the aggregate of specific units 
of instruction , rather than the accumulation of knowledge in a specialized 
area that can be examined at the end of three or four~or~five years, or that 
produces a dissertation as evidence of competence achieved. 

An inventory of unique qualities must* include a reference to the 
multiplicity 6f subjects taught in our colleges and universities, a product of 
the extraordinary hospitality of our institutions to almost any subject that 
might have/a claim to be useful, or to be rooted in a body of skill and 
knowledge that can be studiedand taught. But this range of studies, often 
the subject of somewhat derisive comment by Europeans, would ,riot be 
_ P^i^e^f_we_to 
scrutinizing new subjects* for their appropriateness as judged by traditional 
^ university criteria. Our openness to newsutyects is linked to the abseifce of a 
'central administrative body that certifies institutions and subjects, as well a& 
to our consequent reliance on market forces to sustain our many weak and 
^impoverished institutions. 

By way of illustration, a recent report notfcs that in the past ye^ulone, 

The number of courses offered by (American) colleges and univer- 
sities. . , increased by an estimated 15 per cent. , . . Among the largest 
increases were course offerings in nursing and allied health fields, up 22 
per cent, and engineering, up 20 per cent. . . . The increase in course 
offerings came at a time, when many colleges and universities had been 
forced to trim their budgets, and in some cases reduce the number of 
courses they offered. The proliferation of courses may, in .part, have 
been the result of the efforts of some institutions to attract more 
students by offering a wider choice of courses. New courses also have 
been designed to appeal to a particular group of students, such as 
, refresher coiitses for older women re-entering the job market.* 
(Chronicle of Higher-Education 1981) 

Market forces' are a prime source of the American system's unique 
qualities — its size, diversity, flexibility, openness ^nd jesponsiveness. But 
while the market is a source of great strengths, it is also the source of 
profound problems and corruptions. Take, for example, the elaborate, 
indeed sometimes desperate, efforts of many, especially weaker, institutions 
totecruit sjujjfents, whether for their tuition fees otfcfr the "enrolment-driven 
formulas by which most public institutions are funded. Most iq/itutions do 
not confront the question of whether the strenuous recruitment of some of 
these students serves the interests of the 'students as well as tlfose of the 
institution. SometiiAes the justification for ttiese*1activities draws.on the 
widespread American belief (only now beginning to be questioned) that on 
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% the whole peopleought to get as much formal education as you can persuade 
them to sit still fcfr; sometimes this is combined with the market 's^l^ssic 
disclaimer of moral responsibility — caveat emptor; But whether the market 
is for warm bodies to meet budgets, or for black or brown bodies to mdfet 
affirmative . action targets, it is clear that there is not a perfect? 
correspondence between the interests of the recruiting college or university, 
and the recruited student. Important moral issues arise in this aVea.' One can 
question the institution's responsibility in recruitment for what might be 
called 'consumer protection,' or, after students have been 'admitted, for 
providing counselling and other support services. The 'revolving door' has 
moral dimensions, as well as academic and financial implications for colleges ■ 
and universities. Grade inflation and the lowering of demands and standards 
to attract students are among, the other pathologies of ^colleges and 
departments that are acutely threatened bythedecKneLotenrdments^ancLthe^ 
fearxrf administrative action or budget cuts. There are similar dangers on the 
research side. • t 

I have been: trying to suggest that the market principle is* the ultimate 
source of the great diversity : aifd responsiveness of American higher 
education ta the needs of the la£g£r society around it, and also the source of 
grave problems and pressures toward academic. corruption and pathologies. 
Moreover, these pressures are likely to be greater in the coming decades of 
financial constraint and enrolment decline. The market, it is said, knows' 
neither love nor hate. But also,. the;riiarket and those governed by it know the 
cost of everything and the value'pf Whing. ' • / % 

The growth of remedial work in 'colleges and universities is a specific" 
example of hoWTharket forces and political pressures together can threatgp 
liberal education, by creating yet # another competition for its time and 
resources. Over the past two decades there has been- a substantial and 
measurable decline in the academic achievement performance levels of 
Students entering American colleges. Between 1968 and J/980 mean 
Scholastic Aptitude Test Verbal scores Reclined nationally from 466 to 424; 
SAT^arti^cores went from 492 to 466 in the same period mniversity of 
taKiorhiai98i). There have been many explanations for this trend: changes 
in family structure, geographical mobility, the increase in television watching 
.and a waning respect for parental and other forms of authority are all cited. 
But what is taught and learned in the primary and secondary schools under 
increasing social, political and economic pressures £nd detractions, is .a key 
element.* * # / - • 

Overall, the response of American colleges and imiversities to the threat , 
to their "Standards takes a characteristic form. Market, as weJl as academic 
considerations, make it impossible? simply to N igpore the general decline in 
achievement/ But on the other Hand, the institutions of higher education 
have little/ direct influence on the school system, since^there are no political 
agencieythrough which that influence could be exercised. Instead, almost all" 
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college academifrdeficiencie$ accumulated Huring the primary and secondary 
years. Jti this jjast year, without any central direction or coordination, the 
number of remedial courses taught in colleges and universities across the 
country rose by 22 per cent: 25 pgr cent in private institutions and 1.9 per cent , 
In public. *Even the more selective private ^liberal arts colleges * offered 
twice as many retnedial bourses in the fall of 1980 as in the fall of 1979' 
(Chroniolfi of Higher Education \ ^ / 

The problems of the Jchools in America are new also the problems of its^- 
colleges and universities . ThiSoha? perhaps •always, been true — the weakness 
of our gcHools has been in pW a fimclion pftheir commitment to open access 
an(f the postponement of final decisions about career determination. But^ 
now more thaarpver, some of what ye do jn higfiefeducation is dictated by^ 
what others do^nottio in the schools^ One miehtalso say that we can afford 
-OULwretched-high schods because of. t^ejtrSordinary openness ...and 
effectiveness of our community colleges androuQ^ear colleges in remedying « 
the defects of the\chod system. {• » 

Everyone is in favour of providing remediaif'work in college — at legist 
until we begin to assess the costs. TJie decline in the'abiUty and preparation 
of our entering students poses painfiil dilemmas" for thS faculty. A University 
of California report puts the kjjsue very plearly: k 

The effects of underpreparation are felt not only by studentsrbut afso 
by faculty. Those we interviewed told us, unequivocally, that teaching 
has gotten harder, that a professor can ntf longer assume a common 
level of knowledge or skill in a class because preparation is jso varied, but 
% more importantly, that faculty are now being asked to,hanale problems, 

especially in writing, that.they were never trained to handle. , , 
/ The faculty we talked to^vho are affected most by .composition 
problems seem tfo see two choices. They can : either spend a great deal of 
time on an individual basis helping students and reconsidering their own 
teaching methods, or ttfey can ignore it, keep gang as they are, leave the 
* problems to learning spscifdistsstrained to-handle them and invest their 
time elsewhere where they feel more comfortable and productive. One 
English professor said, "I have achoice in my Shakespeare class: fake it' - 
and teach the course anyway, giving the students Cs or B'sf; or^idjourn 
Shakespeare and teach writing," • ^ * ( 

*On top^ of this frustration many faculty 'are also worried about class * 
standards. If faculty members choose to spend their time working w|th 0 
students^ Writing, they have to assign less reading because students " 
Jiave a finite amount of time to spend on any course. If, on the other y 
hand, the faculty choeses to ignore the problem, there is a fear they majr 
assign easier reading, require less Writing, and give jnore multiple,choicfe 
&ams, in order not- to face problems in compositidta. And.noJ assigning 
writing means less practice for students whajieed \nore, exacerbating 
the problem. * 
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This squeeze between a rock and a hard place is felt by mathematics 
faculty, too. They usually expressed it to us as "a need to protect the 
integrity of our calculus courses." For them, the problem can be solved 
by requiring prerequisites they control, even though they would prefer 
that students take those courses in high school instead. But there is an 
outcome, felt especially in mathematics; that service courses are 
/ ♦begilining to overwhelm the real mission of the University departments. 
. ; A§ one professor put it, / 

' "* "Everyone agrees that we should help students who need it, but 
what concerns us is that there are so many students who need it. 
Offering pre-calculus classes has decreased the availability of the 
* ^ upper division .courses that should be taught by anything calling 
itself a University math department. There is now a little 
resentment abourwhat the increase in service courses is doing to 
our department and alarm about what will happen if it gets 
^vorse." ■ (University of California 1981) 

The costs of remedial work are felt ip faculty morale, and in resources 
that are unavailable for regular course work. In the academic year 1979-80, 
the University of California sperit,over $5 million on basic skills courses and 
programmes for\inderprepared students. Some of them are not offered for 
credj^and are not specially supported by state funds, but must be supported 
by stretching the general iilstructional support funds. And this does not . 
include the considerable amount of faculty time fhat goes into such * 
preparatory courses. * * 

/ 

CONCLUSION 

What does all this have to do with access to British higher education? I do 
not want toinlpose a simplistic summkry on what is in fact a complicated set 
of issues t both within and acrqss national boundaries. But perhaps a few 
inferences can <be drawn. 

1 The ^lite-mass-universal access'' model linked the phases clcfeely to 
* size, and made movement from one phase to.another a function of 

growth. We might now consider the possibility that an 61ite.system 
can Acquire some institutions anji characteristics of mass higher 
education without growth much beyond present levels. Increasing 
awareness of tiwrtipossibility helps to explain the persistent interest 
of British progressives in the issues of access to their system of 
higher education.* 

2 The forms of access to higher education characteristic of the 
United States are best understood in the light of its history, its 
organization and structures, and the functions American higher 
education performs apd has performed in American life. That web 
of elements includes patterns and arrangements, such as trans- 
ferable credits, wh ich are especially attractive to progressive 
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. Europeans, as well as problems and difficulties, such as the 
growing need for remedial torching, which are painfully apparent 
tqiAmericans. ; i 

3 ' It piay well be that some of what' is admired in American higher 
education can be borrowed and adapted to different circumstances, 
without having to import all of the problems and difficulties which 
y are associated with a given structure or arrangement in the United 
States. But suetjh efforts jvould profit from careful analyses, both of 
the proposal, and of the rather different meanings and con- 
9 sequences it would carry in the two quite different systems. In the 
course of this kind of analysis, it maybe prdfitable tQ focus closely 
on certain key differences between* our institutions — as, for 
example, the ability of big American universities to teach students 
of very different qualification and ability ' within the same 
institution„while in Britain the tendency is for sharper Streaming' 
between its universities and other forms of higher and further 
education. 

It may seem characteristically bland for an academic to end an essay 
with a call for more research and closer study before taking action. But we 
might specify what we should be lpokiqg at so closely. The next step, I 
suggest, is to take one or ma^poncrete proposals — let us say, for an 
open-door full-time degr^-granting British university. Can we do the kind of 
analysis of such a proposaJ^T^t^ts, academic forms and structures, 
political feasibility, ^tc. -5- that*#0uld improve the chances for successful 
social action? It may^ell be (indeed I suspect it is) the case that such a 
proposal, just now, would involve too great a de/brmation of the web of 
British higher education, its values and institutions, to be a practical idea. 
But a close study of such an idea might reveal which of its elements are least 
acceptable, and which potentially adaptable; to the" existing academic and 
political structures. And those insights might guide the slower work of 
incremental refdrm. After the pleasures of reflection, even academics might 
find it rewarding to be efficacious. 

NOTES * , w 

1 Those 'forms' of higher education are discussed in detail in my OECD 
•paper (Trow 1974). Very briefly, 61ite education systems prepare up to 
15 to 20 per cent of an age grade for a traditional set of careers in 
teaching (university and university-preparatory), the higher civil service, 
and the established professions; mass higher education systems prepare • 
up to 50 per cent of the age grade for a wide range of white-collar 
occupations; universal access systems prepare even larger numbers Hoc 
life in advanced industrial societies, severing the link between 
post-secondary education and occupations. , * 

2 Parts of this section are drawn from or responsive to that paper. 

3 T he wotk—of Burton Clark is an important contribu 
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comparative persplctives needed (see, for example, "Clark 1979). - 

4 This is similar to the motives that led to the 25/5Vrovisions in the 
Swedish reforms of higher education. 

5 This compares with the staff-student ratft) of 1:17.5 at Berkeley. But 
that is not a fair comparison; Berkeley, like other big $tate universities, 
is essentially a comprehensive university, combining in the same 
institution 61ite and mass forms of higher education, kinds of work that 
in Britain are divided among universities, polytechnics and colleges both 
of higher and of further education. Leading private research universities 
in the United States, like Stanford and Yale, as well as the best 
four-year liberal arts colleges, like Swarthmore and Oberlin, have 
staff-student ratios very close to those in British universities. 

6 Sources: United States Census of Population (1960) Subject* Reports; 
for school enrolment, Final Report PC (2ySA; National Center for 
Educational Statistics (1968) Digest of Educational Statistics Wash- 
ington, DC: US Government Printing Office, Table 100. 

7 This raisesan interesting problem for the United Kingdom, which is just 
beginning to see the problem of the integration of a racial minority into 
its ^more^Romogeneous society. I have no doubt that the 'normal 
processes* of acculturation, over three or four generations, will produce 
significant numbers of students of West Indian origins who are qualified 

' in the normal way for entry into British colleges and universities. Can 
British society, or the West Indians, wait that long; and if not, how can 
' the process be speeded qp? 

8 In 1960 women constituted 38 per cent of the total undergraduate 
enrolments in American colleges and universities. In -1979 the- 
proportion was over 50 per cent. Whereas in 1960 they made up 29 per 
cent of all graduate students;by 1979 they constituted 47 per cent of the 
graduate student population (Kerr 1980), 
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THE EDUCATIONAL CHOICES OF YOUNG PEOPLE 
• * by Alan Gordon^ 



This chapter examines the range of factors influencing the educational 
choices of young people between the ages of fifteen and eighteen. Their age 
range covers two critical transition points: the minimum school-leaving age 
when young people first have an opportunity to participate voluntarily in 
full-time education; and the age of eighteen, where typically those who 
continued their studies two years previously, and who followed QCE 'A' level 
courses; have the chance of applying for a place in higher education. While a 
large part of the chapter is s devoted to young people's decision to try for a 
higher education place, any summary review of this kind must also give 
proper attention to the probably more important decision to stay on in 
full-time" education* beyond the minimum school-leaving age. The large 
majority of young people are effectively excluded from consideration for 
higher education because of their prior decision to leave school at sixteen v 
The main factors reviewed here have been grouped under three" 
^headings. First, the influence of such social fiictors as home background, 
sex/ parental education and attitudes, and so on; second, the influence of 
spttooi-related factors; and third, the effects of such economic variables as 
the material rircumstances^ maintenan<* allow- 

ance^ and young people's perceptions, of the fysnefits and^costs,&sociated 
^wittf continued education: ' v * ' 

SpCIALFACTORS + , - 1 ~ 

Since 1944 a large numbei*oftresearch reports, some government-sponsored, 
have, drawn .attention to the under-representation of young people from 
^ working-class* hojhe backgrounds in post-compulsory education. Parental 

; ' occupation, education and. attitudes have all been shown to be clpsely 

- associated with ayoung person's progresi(or lack of progress) through to the 
v highest levels of the education system. This part of the Chapter reviews some 

of th#^ major evidence on> the influence of the home environment A on 

- * educational achievement beyond the minimum school-leaving age: 
» * • * 

c. Parental Occupation « 1 

As for as access to higher education is concerned it is difficult to agree with 

; rr Joseph and Sumption's (1979) general comment that 'class distinctions have 
faded to the point where they are no more significant than the shape of a 
man's hat and the intervals at which he is paid 9 . Research evidence over a 
period of some thirty years indicates the scaled class differences in post* 
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compulsory education and the ways in which very little has changed by the 
1980s (see, for example, CACE 1954, 1959; HMSO 1963; Douglas et al. 
1968; Schools Council 1968; Fulton and Gordon 1979; Halsey etal. 1980). 
There are numerous well-researched commentaries that document: 



'(the) well-known fact that working-class children (and particularly the 
children of unskilled manual workers) are under-represented in selective 
secondary and higher education; and that even at the same levels of 
ability they are far more likely than middle-class children to deteriorate 
in performance and to leave school at the>earliest permitted age.* (Craft 
,1970) » 

4 

This situation is not, of course, peculiar to this country. Similar inequalities 
in participation in higher education are found in most, other developed 
countries too(OECD 1S£70; Bockstael and Feinstein 1970; King et al/1974; 
Neavel976). 

One of the Robbins Committee's most important findings was that the 
proportion of children from non-manual hone backgrounds who obtained 
places in higher education was some six times as great as the children of 
people in manual occupations (HMSO 1963). Indeed, the difference between 
professionals and those from unskilled manual families was of .the order of 
twenty to one. Figures for social class participation are &iven by Farrant in 
Chapter 2 (Table 2.17, and 2.18, pp.85 and 86), and discussed on pages 
59-63. As he sljows, these differentials have scarcely narrowed even though 
the absolute age participation rates for all social classes .have risen. Indeed, 
_____ the university differentials are alm ost u nchanged from thfe levels prevailing 
some fifty years* ago — and are somewhat wider than those of the early and 
mid-1970s. 

These statistics can only ever inform us of the end result of education 
* and socialization prqpesses that, from an early age, militate to the cumulative 
advantage of some groups of young people and against others. As Table 4. 1 
clearly shows, while pupils from different types of heme background are 
reasonably evenly (but 1 not equitably — compare the whole population) 
distributed at the GCE Ordinary Level examinations, thereafter the 
dominance of the ^Service Class 1 shows itsSlf. 

' The failure of working-clask young people to carry on their full-time 
education beyond the age of sixteen and into higher education might well 
cause less concern if it could be shown that ability, however measured, varied 
..greatly between different social class groups, so that the education system 
was meritocratically keeping the most able within its care and attention. 
Much t research and argument has taken place over the past two decades on* 
the question of the extent to which equal opportunities 1 in education .have 
been achieved for young people of similar abilities and attributes (eg 
WestergaardancLLittle 1964). Halsey et 3L (1980) suggest that, in fact, the 
ability threshold for working-class young people to enter university is 
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markedly higher than far other young people with fathers in either service or 
intermediate occupations. Their research showed that/ on^verage in the 
years 1950-1970, a would-be student from a wdrking^l^s background had 
td be some 6.6 IQ points brighter" than a similar higher education aspirant 
from a service family background (Table 4.2). 

TABLE 4: 1 " ' "~ 

The class composition of successive stages of education selection (%) 

Fathers' social class* , Whole sample '0' levels *A' levels University 

5 ■ 

Service class 
Intermediate class 
Working class 
All - " • 



13.7 


35.5 


49.1 


52.4 


31.4 


34.2 


29.4 


27.9 


545 


30.2' 


21v5 ' 


19.7 


100 


995 


100 ' 


100 



V 



♦This differs from the Registrar-General's social class definition used in 
Chapter 2. See Halsey et al. (1980) 



Source 


T — 


Halsey et al. (1980) Tables 2,1 an$lQ.6 




TABLE 4.2 




IQ thresholds far university entry 




Fathers' social class* 


' * IQ 



Service class * 120.8 
t: Intermediate class ' 125.6 

Wdrking class , - * 127.4 

Service class/working class 

IQ handicap/ * 6.6 

*SeeTable4.1 * i 
Source ' ^ 

HaUey et al. (1980) Table 10.7 

. Halsey et al. ,(1980) are particularly concerned that "past selection 
y processes, especially to the highest education in the universities, cannot 
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satisfy either meritocrats, or still less egalitarians'. Some twenty years ago, 
too, Floud (1961) concluded that differences in class chances could not be 
'easily attributed to differences in measured ability'. But if we ask whether 
4 selection for university is more or less meritocratic than earlier selection 
processes, even very recent figures pitWuced for upper-secondary and further 
education (eg Dean et al. 1979) indicate that young people with fathers in 
higher occupations are similarly over-represented 5 in full-time education after 
sixteen. It seems in fact that it is at the minimum school-leaving age that the 
greatest amount of differentiation between the social classes occurs (see, for 
example, Gordon and Williams 1977; Fulton and Gordon 1979; Halsey et al. 
1980). The latter conclude that the school-leaving age would therefore seem 
to*be the crucial stage for public policies aimed at reducing class inequalities 
of educational opportunity*. ' - 

To focus on application and participation rates in higher education,, 
then, might well lead to a failure to appreciate the important policy issues of 
demand for, and access to, full-time post-compulsdry education. If 
working-class young people survive in the education system'until the age of 
eighteen thfeir chances of going on to higher' education* are not so .very 
different from their middle-class classmates. Halsey et al. (1980) found that 
while seventy per cent of boys from service class backgrounds who continued , 
their full-time studies until ^he age of eighteen went on to university, the 
figure for boysfrom intermediate and working-class families who did so was 
only a little lower at«sixty per cent. The expansion in non-university higher 
education, which occurred too late for most of Halsey's sample, may have 
moved these figures even closer together. 

While it is, of course, necessary to review the scale of the 1 influence of 
social class on young people's prqgress in the education system, this does not 
tell the reasons for class inequalities. yteNeave (1976) points out, social class 
may be a good predictor of academicjsurvival,' but it does not explain. For 
that , we must go beyond the statistics of differential demand and 
participation. 

In ffie early Ithere, was a belief m some quarters that the number of 
young people' with the capacity to benefit from higher education was rigidly 
limited, and that any expansion jp the number of places provided by 
institutions of higher education could<only.l?e filled by dredging the depths of 
thisibced pool of ability. Because of these fears, support for the maxim that 
'moiWneans worse?', publicly propounded by Kingslejr Amis, w^s reasonably 
widespread, and included support from some of those teaching in the 
universities. The Robbins Committee marshalled a great deal of evidence' to 
demonstrate that the notion of a rigid pool of talent limited by biology and 
ihheritgd abilities was misguided. T^e committee went fcnp'say: 



'In short we think there is narisk that within the next twenty years the 
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growth in the proportion 4 of young people wkh qualifications and 
aptitudes suitable for entry to higher education will be restrained by 
shortage of potential ability. The numbers who are capable of benefiting 
from higher education are a function not only of heredity but also a host 
of other influences varying with standards of education provision, family 
incomes and attitudes and the , education received by previous 
generations. If there is to be talk of a pool of ability, it must be a pool 
which surpasses the widow's cruse in the Old Testament, in that when 
more is taken for higher education in one generation more tend to be 
available in the next.' (IJ^ISO 1963) * v 

More recent research, too, has stressed that fears of gjimited 'pool of 
ability' are unjustified (Halsey et al. 1980). Indeed, a more common anxiety 
is,the converse — that there still exist high levels of ifntapped ability amongst 
young people from manual heme backgrounds and among girls. It is still" 
true that 'many manual working class pupils who have the ability to benefit 
from a sixth year fct school or college are failing to do so' (Douglas et al, 
1968),. * n theory at least, the wastage of talent would be substantially reduced 
if the advantages 'conveyed by the chance of birth, as a ; male, into a 
professional family' (Fulton and Gordon 1979) could be made Available to all 
> young people. * f 

Parental Attitudes *" 
Roberts (1980) is one of many to comment on the reasons for class-related 
disadvantage in the education system. Reviewing research on the benefits of 
those born into middle-class homes, he suggests that one advantage is 
'having articulate and confidenrparents who recognise the relevance of 
education for life-chances . . . .' 

Mbrover, Roberts (198b) has few doubts about the strength of middle 
class parental expectations for their children: 
» . 

'Middle class parents do not treat supcess as a prize reserved for the 
intellectually brilliant, but act on the assumption that it lies within the 
grasp of any industrious child of their oym\' 

This assessment does not differ greatly from those of other researchers over 
more than twenty years. Floud (1961) wrote of '. . . fundamentaliUfferences 
as between the social classes in Ways of life, values, attitudes and aspirations, 
as well as in material circumstances.' She concluded that, in the short run at 
least, parental attitudes towards education are very much class-typed. 
Similarly, Gordon and Williams (1976) say that social class differences 1 * 

'can ; be accounted for.in terms of parental interest and encouragement, 
the influence of lifestyle and transmitted aspirations and the familiarity 
pupils and parents have "with bpth the demands of post-compulsory - 
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education and with the types of jqta available after continued study.' 

And Thomas and Wetherell (1971) commqnwhat class groupings are usually 
associatedwitfo material circumstances the. stahdafa of living enjoyed. 
This-lthem^is returned to below. . K • 

Neave (1971) observed that external examinations ^particularly CSE and 
GCB '0' levels, perform very different junctions ior middle-class and 
working-class parents. For middle-class parents the success of their children 
in examinations serves to justify further support and encouragement, while 
failure leads not to acceptance but .to calls for w additional work fcnd effort. 
They are in fact more likely to offer support and encouragement throughout 
their child's schooling. Working-class parents, on the other hand, (and those 

• who were early-leavers themselves) genefally only seem to offer the same kind 
of encouragement once good examination results" are available as evidence 
of their xhild'sNacademic potential. Morris (1969) suggests that parental^ 
•encouragement important at two stages. .Fifst, in Supporting children's^ 
provisional ifttentiohs and second, in reinforcing a student's determination to 

. carry cm witlra^cQurste of action already started.* 

^> 

Parental Education 

Parents' experiences of ^post-compulsory education certainly influence their 
^^attitudes towards whether their children should continue their studies after 
the age of sixteen or eighteen (eg CAGE 1959; HMSQ 1963). In sixth forms, 
further education and higher education, students whose parents had 
themselves continued in full-time education are over-represented (Williams 
^nd Gordon 1975; Dean et al. 1980). A large number of studies (eg Thomas 
and Wetherell 1974; Rauta and Hunt 1975) haye pointed out the high 
correlation between the age at which parent^ and their children left school. 
In addition, Neave (1975) found that the amount of influence parents have 
over their child's decision to stay on in or leave fuH-time education was 
strongly associated with the amount of edUtation they, themselves had 
received. Parents who had left school before their fifteenth birthday were 
. much less influential. Both middle-class and more highly educated parents 

* generally take more interest in their children's schooling 2 (see, for example?" 
Douglas 1964; Douglas et al. 1968). 

Peers 

A possible influence cm leavers is anti-school peer groups* and 

< < subcultures . . .' (Neave 197j6). It is evident thai among ''some groups of 
working-class pupils tjiere is a deep-rooted cultural "hostility towa?3s the 
main objectives, of secondary and continued education (Willis 1977). But it 
seems that, for the decision to go on to University at least, the importance of 
the influence of peers depends on children's social background. The peer 
group is more important the less support, is received from home, and peers 
are least influential for those young people whose- parents have some 
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experience' of post T compulsory education themselves. In additia!^ for those 
hoping and planning to gcf on to higher education, the peer group appears to 
be influential for precisely those who already derive their main support from 
the school* (Neave 1975). 



TABLE 4.3 f v 

Students' rating of school influence as related to peers' influence on the 
decision to try for university (%) 



PeerGrotip 


School Influences 






< 


Low 


High 


n=100% 


Not influential 


64 


36 


462 


Influential 


44 


56 


375- 


Highly influential 


36 


64 


132 ' 



Source 

Neave (1975) Table 6.8 



As far as a counter-school culture is concerned, however, some working- 
class pupils in compulsory education do derive great support from their 
peers: it can hardly be said thai the secondary school regime supports their j ? 0 - 
lack of interest or their disruption, but it acts as a common focus for 
disenchantment (Willis 1977). 

Sex ' « 1 

One of the anxieties expressed by the Robbins Committee was over the > , 
wastage of female talent.* On grounds of economic 'efficiency, fathw than k 
equity, they felt that much better use had to be made of academicanl^ble. 
women who represented *what iflust be the greatest source of unused talent.' 
To some extent thescambitions have been realized, as Chapter 2 shows (see 
especially Table 2.16 (p.84) and pages 57-59)'. Wome^s participation in all \* 
types of full-time higher education now stands at forty-three per cent of I 
\ students (provisional figures: DES 1981). In addition, 4 it does appear that , s 
girls' educational ambitions in recent yfers have converged with those of boys 
(Fulton and Gordon 1979). If thesePambitions materialized this, would 
represent a further improvement in relative chances. In sp&e of these trends 
it seems still to be the case that the general environmental and educational 
disadvantages of working-class young people are compounded in the case of 
girls. Many working-class parents still attach more importance to their son's 
education than to their daughter's. The resources —Cultural, econpmic, 
t>sychological ~ necessary for a working-class ctfild to overcome the 
obstacles on the way to a university place are very rarely expended cm behalf 
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« * 
of a girl' (Westergaard and Little 1'964), 

Similar criticism has also been levelled at schools' attitudes towards 
girls' education. Blackstone and Weinreich-Haste (1980) have recently 
commented on the ways in which girls have been 'taught' to under-achieve. 
Sharp (1976) blames this under-achievement and the low career aspirations 
of many girls on teachers and careers counsellors. A combination tfien of 
*home and school environment prevents many girls* from fulfilling their 
educational potential. The most important issue now, howeve^ is .probably 
not, the general aspirations of girls, but their often limited choice of subjects. 

General * 

Throughout the 1960s and 1970s there was a general expectation among both 
educationalists and policy makers that the expansion of British higher , 
education, together with the -reorganization of secondary education along 1 
comprehensive lines, would lead to an opening up of higher 'education to 
those of lower social origins. The evidence above is unequivocal on this point: 
, in spite of these developments the proportion of students who come from 
working-class backgrounds is virtually the same as half a century ago. This is 
the 'sad statistic' to which Jackson and Marsden (1966) drew'our attention 
some fifteen years ago. It is clear that: 

'the expansion of educational provision has not involved a major 
redistribution^of opportunities between children of different classes 
'. , . as in the past the growth of student places in higher education from 
the early 1960s met a demapd which, in effect, came mainly from 
professional, managerial and other non-manual homes. The scales 
remain heavily weighted against young people of manual working-class 
, origin, though probably not quite so much as before. ' (Westergaard and 
Resler 1975)^ - 0 * 

' In view of the persistence of the social class inequalities in access to 
upper-secondary and higher education reviewed above, one has to ask 
6 whether Bernstein (1970) might have been correct in his assessment that 
'education cannot compensate for society'*. Westergaard anjllittle (1964) 
took a similarly pessimistic view of the extent to which educafioi^an provide . 
equal opportunities, bearing in mind the inequalities that exist dOTSide the 
classroom. The persisted class differentials in educational opportunity in 
the fin^l analysis are anchored in the equally^ persistent divisions of the 
society at large.' Others, however, are rtiore hopeful about tn^ossibilities.of 
specific educational change in improving young people's opportunities and 
>life c%nces. > 

THE" INFLUENCE OF SCHOOL * ' > 

The Robbins Comipittee clearly recognized that both the quality of primary 
and secondary education and the organization of schooling would afreet the 
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proportion of young people with the abilities and attitudes appropriate to 
higher education (HMSO 1963). What the corfimittee did not foresee was the 
growth in the number of pupils attending non-selective schools over the past 
two decades. This structural change in the organization of schooling has 
been called 'a gigantic experiment with the life chances of millions of 
children; and the results will notrbe known $or years' (Ford 1969)/ 

Official pronouncements have, at least until recently, claimed that 

^comprehensive 3 reorganization has already enhanced young people's 
* v ° chances of continuing their studies in higher education. A Department of 

^Education and Science discussion paper on future trends in higher educatidh, 
commented that: — * ^ ^ 

\ . . in the education field itself, comprehensive? reorganization, is 
already transforming secondary schooling; when this process is complete 
no children will be educated in institutions which, by their status, nature 
and organization, are apt to cut off their pupils from higher education 
opportunities.' " ' \ 

Moreover, ; 

*in the climate which re-organization will have created higher education 
y may be made a more attractive prospect for yourfg people from poorer 

home backgrounds.' (DES 1978) / * . 

The hope that equalizing, opportwj^ities in secondary education will havd 
a spill-over effect on participation in mpfc education has, of course", been a 
major spyx to comprehensive reform. Intuitively, at least, cme might expect 
. that the reorganization of secondary education will affect not*only the 
number of young people staying cm in^sixth forms, colleges and institutions of 
higher education, but also the social class mix of those staying on. This is, 
however, an areathat has remained relatively unresearched, a'ntt the research 
evidence .that does exist js somewhat ccmtradictory. \ 
* Milny studies have shown that remaining in full-time education after the 
J** age of sixteen is closely connected to th^ type of school attended (eg Rauta 
and Hunt 1975). A Schools Council survey of sixtlj-form pupils (Schools 
^ Council 1970) found clear differences between different types of school in the 
participation rates of manual workers' children. Just over half of the 
/sixth* formers in comprehensive* schools came from manual working-class 
home backgrounds, compared with a, third of those attending maintained 
grammar yhools and a fifth of those in independent and direct-grant school 
sixth forms. A more recent study undertaken in 1975 revealed a broadly 
similar pattern (Gordon and Williams 1977): among those students studying 
for GCE W levels, thirty-six per cent of pupils in comprehensive school sixth 
forms .came from manual wording-class backgrounds, compared with 
twenty-two per cent of those attending other forms o£ upper-secondary 
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education. Merc recently still, however, when an even higher proportion of 
pupils were studying in comprehensive schools a~ survey of just under 4500 
16-19 YKufalds in sixth forms and colleges found that different institutional 
types ebntained an approximately equal proportion of students.from any one 
social class group (Dean et al.»1979). As a result, students from Manual home 
backgrounds were similarly under-represented in all forms of 16-19 year-old 
education, whether comprehensive schools, grammar schools, sixth-form 
colleges, tertiary colleges or further education institutions. This finding is 
rather different from earlier ernes and appears tobdlie the claim by Benn and 
Simon (1972) that «the higher proportion of working-class students in sixth 
forms [is] also reflected in university entrants from opmprehdisive schools.' 

However, one study undertaken (much earlier than. Dean et al.) to 
inquire specifically into the social origins of pppils from comprehensive 
schools who go on to higher education did seem to show that \ . . a 
significantly higher proportion are of working class origin than is the case for 

• students as a whole* '(Benn and^imon 1972). in.a study of studfents who had~ 
attended comprehensive schools Neave (1975) found that thirty-eight per 
cent of university entrants came from manual social class families, compared 
with twenty-eight per cent of university entrants nationally. He felt that the 
delayed selection implied by a comprehensive system would allow universities 
and other higher education institution^ . . to draw upon a faf wider social 
reservoir than has .hitherto been the case.^ Neave remained convinced that 
comprehensive reform would mean *. . . a^change in university clientele' and 
that it would have \ . . profound ^percussions,* . . on the type <rf student 
entering university'. His conclusions (based,, on stuoents who entered 
university as long ago as 1968) have, however, bein criticized on a number of 
counts. In particular, it has been argued that any adequate assessment of the 
impact of reorganization has to grapple with the question of Mat the 
outcome would have been had comprehensive refoqn not taken place. As 
Bellaby (1,977) points <Ait, |his question cannot be answered by surveying only 
the comprehensive population. ^ 

. 7 ?9 idditiop, ;as noted earlier on, the number of students from manual . 
^kingKilass backgrounds as£ proportion of all^tudents in universities' has 
ttmpjea virtually unchanged for the last fifty years, in spite x>f a three-fold 

v |p^on^in;the nfimber of jflaces Since. f9«r atfd Jthe introduction of 
^^R re ?4 "NMg&ufeS grwts v ^prehew»4»ti^, th&i, has not in the 
short ruitfbonspicPtal^ of participation itf higher 

^education by t^tiaiatyunter^ — un|fess, as Fulton and ' 

Gordon (1979a) point x^fclfrfa bdttl| with other factors that would 
otherwise!* worsening the'j&$*hdy&^^ - J , ' * 3 * 

The influence .of the sdjopl : g©& \i^d jKzi^6fl structural change - 
however. The pedagogic experience&'of pupus mjtft als$6e° important; and 
Lawtdn (1977) has suggested thai one reason f*' the afofcation system's 
failure to achieve *vhat he calls sotfal justfcfefe the of atteiftioii that has * 
beeg paid to curriculum issues. It is certainty th^se^at questions on the 
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effects of the content of education and of teaching methods have been 
relatively neglected., One exception, however, was the "1970s debate oqr 
examination reform for upper-secondary students and the**possible * 
replacement of GCE 'A* levels by a twcMevel five-subject curriculunf*|uid 
examination structure. This debate focused on tlie curricular and 
.examination needs of sixth-formers, aiming both to provide a suitably 
rigorous academic preparation for those going on to higher education, and to 
have some currency for those students planning to leave full-time education 
„ • {pr work at the age of eighteen (Schools -Cxincil 1973). A two-level 
curriculum that invdvltckthe study of three subjects to N (Normal) and two to 
F (Further) level for Mcise planning to go on to higher education attracted 
some support, with tKe possibility remaining for upper-secondary students to 
study all five subjects at N level. As with comprehensive restructuring, the 
ainuwas, bjLpjriyiding a curriculum open to a wider range of abilities and 
interests, to postpone selection and Streaming. In spite of Schools Council 
support this particular proposal for reform foundered, partly because of 
doubts about the effects ot widening the knowledge base of higher education' 
-entrants, and partly because of the' possible resource implications. 

More recently, a British research team^rgued on the basis of somewhat 
limited evidence that 'secondary schools do have an important influence on 
their pupils' behaviour and attainments' (Rutter, et al. 19g>), and that 
schools could be a force for the good, even. in deprived areas. Their work was 
acclaimed as contradicting the arguments*)^ Jencks and his associates (19?2) 
in the United States that educational change on its own is ineffective when-set 
against the influence of wider society. Rutter's argument was that the effects 
of apparently similar educational institutions cm young people's ambitions, 
attitudes and achievements do in fact differ widely, and that weak and strong m 
educational practices can be found in any type ©f stiuctural arrangement. A 
series of factors that can be described as the 'ethos'^Sf the school are, if so, 
much more influential than the formal criteria by which a school selects or 
receives pupils and organizes them for teaching purposes: what may first 
appear to be a uniformly structured secondary education system^will, cm . 



* closer inspection, turn out to be a quite heterogeneous system with a wide^ 
range of practices, attributes and institutional structures,- For the futiftcfT 
then, the policy issue may be to identify and try to promote good practice, 
rather than indulge in further structural reform. 

To some extent -therefore, the debate tas shifted^from organizational 
issues to concern about curricula, method, assessment and standards. This is 
'perhaps not surprising since nearjy nine in ten lower-secondary ptipils in the 
state sector now attend nominally comprehensive schools (DES 1980). 
- However, the structurallfrrangements for post-compulsory education are still 
a contentious issif£"This particular debate encompasses sufch issues as the 
size of school sixth forms (including concern about falling group sizes), and 
the advantages or disadvantages of tertiary colleges, sixth -form colleges, 
school sixth forms, and institutions of further education as centres of* 
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learning for 16-19 year-olds (Dean et al. 1979; King et al. 1975). 

Whatever the evidence that can be harnessed to show the impact of 
school type or of pupils' educational experiences cm the demand for and 
access to higher education, it is clear that for many secondary school pupils 
higher education is at best anlrrelevance. A large number of young peopla 
effectively cut themselves off from opportunities in higher education by their- 
decision to leave school at the age of sixteen. And for many it is their experi- 
ence in compulsory education that has led them to quit as soon as it is legally- 
possible. It has to be recognized that for many young people 'school 
is merely a dull though prolonged preamble to^ working life that is itself to 
prove desultory and unchallenging' (Carter 1966). Young people who have 
enjoyed and had success in their primary and lower-secondary education are 
much more likely to waqLto continue on paths they have a liking for oc excel 
in' (Barnard and McCreath 1970). On the other 4 hand, of course, for other 
pupils where V. . school life produces not passing fits of revolt but a real and 
continuous sense of frustration, the right thing is to leave' (CACE 1954). 

■ A survey of fifth-formers undertaken in 1975 found disenchantment 
with school or with teachers to be a major reason given for the decision to 
leave at sixteen. Thirty-eight per cent of the boy-leavers questioned and forty- 
five per cent of the girls said that they had decided to leave because they were 
'fed up' with school (Gordon and Williams 1977). 

ECONOMIC FACTORS* 

There is also a range of economic factors that may influence some fifth- and 
sixth -formers. Alienation from school and the desire for money of their own 
*are frequently given by young people as the two most important reasons in 
the decision to leave school. 

ii, * 

* These two factors can be viewed in push and pull terms. The alienation 
from school will tend to push fifth-formers out of secondary education as 
soon as they are legally able to do so; this disaffection with education 
compelling potential leavers to search for alternatives at the earliest 

* possible opportunity. The attractions of work, or rather "the attractions 
of the money that will bef ained from wocking, will tend to pull the fifth- 
formeyxit of full-time education and into employment.' (Gordon 1976) 

However, while money may well be a powerful influence on young people's 
decisions, it is only one of many economic factors that need to be taken into 
account when presenting an •overall picture of. influences on the demand for 
upper-secondary and higher education. * 

4 There ate in facfseveral ways in which economic considerations might 
affect demand. The material circumstances of the home is one. A second is 
the direct and indirect costs of staying on at school or college, the impact of 
which on any individual is obviously affected by his or her material 
circumstances, A third is the prospective student's perceptions of the 
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personal economic benefitsSto be derived from continued education. In 
addition, there may be more general economic, social and cultural benefits, 
perhaps related to labour market opportunities. 

The Material Grcumstances ofthe Hom$ 

The desire for money of their own is one of the most common reasons given 
by fifth-form leavers for their decision to leave. A third of the girl-lea vers*and 
over a quarter of the boys in a 1973 survey of fifth-formers said that this 
played a major part in their decision (Gordon and Williams 1977). Ryrie et, 
al. '(1979) also reported that the opportunity to earn money was the most 
frequency expressed reason for leaving school. Another study (Dean et al. 
1979) 3*o found a strong emphasis on concern over lack of income, with 
thirty-eight per cent, of the young. people surveyed saying they were *very 
much' influenced to leave because if they had continued their studies they 
•would not be earning any money*. Even those who did stay on described 
shortage of money as the main disadvantage of post-sixteen education. 

Earning one's own money, though, is only part ofthe problem. For some 
fifth-formers 'the option of remaining in full-time education after the 
minimum school-leaving age has never been realistic because of financial 
constraints at hone. In one study forty per cent of the fifth-formers 
questioned (both intending stayers and leavers) thought that they ought to 
leave school for work to start helping their families financially; but very few 
sixth-formers who had stayed on felt the same obligation (Gordon 1976). 
Twelve per cent of the National Child Development iStu^iy's sample of 
sixteen-year-old school-leavers felt' that their parents needed them to go out' 
to work tobrin^additional money into the household (Fogelman 1.976). This „ 
need for extra income is especially likely to be a problem for the children of 
one-parent families, of low wage earners, of benefit recipient^ and, as the 
Robbins Committee pointed out^ of targe families. 

'Clearly the economic circumstances of the home are very influential: 
even in families of the same occupational level, the proportion of 
children reaching full-time higher education is four times as high for 
■ children from families with one or two children as from, those where five " 
or more children have claims on the family's resources.' (HMSO 1963) 

Educational Maintenance Allowances ~ 
Twenty years ago Ftoud (1961) made the point that in low-income households 
'fees cannot be paid nor can adolescent earnings be foregone by the family*. 
She went on to recommend that educational maintenance allowances be 
ihtroduced for' full-time pupils staying oh past the minimum leaving age, but 
expressed theanxiety that even this would fail to prevent all wastage of talent 
from the 'able children of impoverished families*/ Such a call for financial 
support to 16-19 mfjvolds is one that has been taken up again relatively 
recently. f 
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It is evident that it is at the end of compulsory education that the full 
effects W social class and the financial position of pupils' parents are 
felt. If we wish to remedy the waste of human resources of those who 
leave full-time education prematurely, then one way of doing so is to 
make grants for sixteen year-olds widely available at a level that wi f 
both provide an incentive to stay cm for the pupil, and relieve the 
financial burden from the shoulders of parents.' (Gordon 1976) 

Given the apparent importance of monetary influences, it is likely that 
the widespread introduction of educational maintenance allowances woqld 
have a positive effect on staying-on rates at the age of sixteen, and would ° 
probably have a subsequent spill-over effect on the number of entrants to 
higher education. A survey of 3000 fifth-formers undertaken in 1977 
suggested that a uniformly available grant of £8 a week would, in the year of 
the study* Have increased the number o£boys staying on after sixteen by '4.8 
per cent, and the number of girls by 5.6 per cent (Fulton and Gordon 1979) v 
It is clear from these findings that a grant to the'pupil of f £8 a week or 
thereabouts , # together with continued access to child benefit for the parent, 
could have a significant impact on staying-on rates' (Fulton and Gordon 
1979). Maintenance grants could be particularly effective in helping young 
people from low-income families. * * 

Since th&mid-f970s an additional disincentive has been the different 
kinds of income support schemes for young people who leave school. These 
have been usefully surv^fW by Maclure (1979). However, the discussion in 
1981 has taken cm a new dimension. From 1981 school-leavers are able to 
claim Supplementary Benefit .from Easter, if they leave school then; if they 
stay on at school even for part of the summer term, for example to take 
external CSE or GCE examinations, they cannot claim benefit until 
September. Under the' earlier rules, Supplementary Benefit could be claimed* , 
towards the end of May by examination candidates who were leaving school - 
; in the summer. In effect, summer leavers are now lcxing the equivalent of 
' three months' benefij. The change was introduced as a cost-saving 
innovation to prevent young people claiming Supplementary Benefit throtigh 
the summer months and then returning to school or college in September. 
Early indications are that the new rules are acting as an incentive for some 
fifth-formers to leave school at Easter and forego their chance of gaining CSE .^y 
or GCE qualifications (Berliner 1981). The difficulties which school-leavers ljp ■ 
are experiencing in finding jobs 4 sefem to be. acting as an additional incentive 
for them to leate school at the earliest opportunity. If they cannot find a job, * 
then at least they have not lost their early entitlement to Supplementary 
Benefit. It has been reported, however, that some ^government officials are 
concerned* about the problem and the effects of the new^rules are. being - 
monitored (Stevens 1981). One particular cause for concern is that once the * 
rulos' implications are more widely recognized theimmber leaving at Easter ' 
^n 1982 and subsequent years may increase substantially (Berliner 1981). 
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The previous Labolir government's means-tested educational mainten- 
ance allowance scheme was estimated to cost £110 million a year to -cover, 
England and Wales (Maclure 1979). Although agreement to proceed with a 
pilot scheme had been reached before the fall of that government in 1979, it 
was clear that the cost implications of the full scheme were causing corifcern. 
However, The present government is now spending around £200 million o» 
k Supporting unemployed, young people— on the condition that they leave 
school' (Stevens 1981> * 

" Student Grants *• > ♦ A 
In atteoyjting to explain stitfts in the demand for higher education Williams 
(1974) adoptetfan economic framework that suggested that^there are three 
types of* reason why, demand nufa change: 'first, the costs 1 may change; 
second, the Benefits may change; miM, people's perception or evaluation of 

* the costs and benefits, may change' (Williams 1974). v 

In Chapter 2-Farranf presents-data (Ti^jt 2.10, p.78) on the trends in 
costs and benefits^ (in earnings differentials and the value of the student 
grant) an(J reviews tflfe research of Pissarides which suggests that earnings 
&nd employment prospects are more significant in affecting demand than is 
the cos( of the student maintenance grant. However, one unexpected aspect 
of the student grant system is worth attention. A 1975 study found that while 
eighty-four per cent of the undergraduate population surveyed" had the , 
maximum maintenance grant reduced by a 'parental contribution', nearly 
three-quarters of these students in fact received less than the assessed 
contribution from their parents. For twenty-nine per cent^of these students 
the shortfall, w^^ptfej £100^ In all, therefore, sonje twcvthircls of all 
undergraduates are ih&intaining themselves on less than the amount thought 
to be necessary*(D^§ 1975). . 

Policies designed to replace the existing student support scheme in 
Britain by a system' of studenr loans had an airing in 1980 and early 1981. 
But this particular reform appears to have been shelved, at least for the time 
being. It is atguedoy opponents of loan schemeslhat any such increase in 
t|e posts of becoming a graduate would have avtietrimental effect on'ths 

^demand for places in higher education, and mat loans wpuld act as a 
particular disincentive for students from working-class -backgrounds who 
would be especially unwilling to take on a long-term debt. The Robbins 
Committee also claimed that loans would deter women from seeking places 

' in higher education. . . British parents would be strengthened in their 
age-lpng disinclination to consider their daughters- to be as' deserving of 
higher education as their sots . . .' (HMSO 1963). 

* Thfe Formal Economic Benefits of Higher Education 

* It has been suggested^ that one factor in accenting for the stagnation in 
staying-on rates 'could tyt the reduction in the leavers' perceived valtdi4>f 
spending £xtra years obtaining qualifications, in terms either of getting £ job 
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or of current or long-term salary prospects' (DE 1976). Although there are, 
of course, *many intangible beo#fits of higher education not susceptible to 
sordid economic analysis' (Williams°l 974) such tangible benefits as jobs and 
salaries do lertd themselves to an economic approach. 

Williams Q974) found new graduates taking longer to find suitable 
employment than previously. In addition, Increasing numbers were entering 
occupations of lower status (ie non-traditional graduate jobs): during the 
1970s this appears to have been particularly the case for business studies and 
arts graduates (DE 1981). The prospects for all jnew labour market entrants 
have deteriorated substantially since the mid-1970s. However, even in the 
absence of severe economic recession, the longer-term employment 
prospects of graduates in the \9S0s appear generally less good than those of 
graduates who entered the labour force in the 1960s and early 1970s (DE 
1974; 1978), although prospects for different subjects vary (DE 19gJL). 

There is, too, evidence that over the last twelve years cm- so the earnings 
t>f non-graduates have risen somewhat faster than those"" of graduates (DE . 
c 1931; see also Chapter 2, Table 2.10, p.78). However, the average lifetime 
earnings of graduates are still higher than those of other workers. Figure 4.1 ~ 
shows the actual age-earnings profiles of men and women with degrees, |GCE * 
'A' levels and no qualifications in' 1975/76 (the actual profiles are marked, 
A). This kind of irifSrmation has been used in the, past to compute private 
rates of return to staying on at school or going on to higher education, taking 
into account wherever possible the- different abilities and social class 
backgrounds%of the people concerned (eg Blaug 1965; Blaug et al. 1967; 
Zidermah 1973; Psacharopoulos J973; Psacharopoulos and Layard 1979; 
Wilson 1980; DES 1980c). The aim has been to provide some answers to 
Zderman's question, 'Does it pay to take a degree?' It apfcars that over the 
1970s there have been some fluctuations in the private rate of return to 
• higher education, but on a, generally downward trend (DE 1981). Wilson 
found a significant decline of about one third in the private rate of return to 
becoming a qualified engineer or scientist in the decade to 1976-77, although 
it appears that most of this drop occurred before i^7j-74. He found private 
rates of return in 1976-77 varying from 8 per cent to iOper cent depending on 
the discipline studied. But one of the most recently published calculations of 
marginal private rates of return to boys' education found a return of 19 per 
cent for a first degree oyer 'A' "levels in 1978 .(DES 1980c). 

Recently it has been demonstrated that it is possible not only to compare 
the actual private costs and benefits of post-compulsory education but also to 
find out^ what kind of return young people think there is from studying for 
GCE 'A' levels or a degree. Figure 4.ralso shows the earnings expected by 
fifth-formers in 1977; they a/e grouped according to* whether they planned to 
. go on to higher education, to leave full-time education at eighteen, or io leave 
at sixteen (see Williams and Gordon 1981). This information has been used 
as a starting ppint to calculate ex ante (ie perceived) private rates of return tq 
continued education. Taking into account the different family backgrounds, 
9 
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abilities and other relevant characteristics of those who do and do not plan to 
stay onlafter the minimum schod-l&ving age, the conclusion was reached, 

\ . that in 1977 16 year-old boys perceived the private rate of return 
from staying oh to age 18 as 17 percent, with a further 10 per cent from 
continuing further to take a degree. For girls the#xpeqted returns were' 
lower: 9 per cent for upper secondary ^nd 8 per cent for higher 
education/ (Williams and Gordon 1981) 

It appears that at the end of compulsory schooling young people in 
general do have fairly -accurate- perceptions of the labour market 
opportunities with which they are confronted and Jhe ways in which these 
opportunities are related no educational qualifications. ^ 

The implications of these findings fftfean understanding of changes ill 
the demand for, higher education during the 1960s and 1970s are 
. considerable. They lend support to claijms that one of the prime motives 
for the rapid expansion of the 1960s and much slower growth, of 'the 
^ 1970s was economic. ... As fai;,as policy is concerned, these, results aid 
~ ' * in the*prediction of the demand for higher education in that they help to 
demonstrate that the demand is not autonomous but influenced by 
changes in the private economic costs and benefits 'of a degree level 
qualification.* (Williams and Gordon L981) 

The GenerdfEconomic Benefits of Higher Education & 
The analysiss^fperceived rStes pf retufii imputes motives *o potential 
students, hut whei^ver potential or actyal students in higher education have 
been questioned about their motives directly; the benefits in terms of job 
Fptfspects, wider job fcfioice, enhanced promotion prospects, higher salaries, 
and soon have featured strongly in their answers. 

Morris (1969)*found that applicants to higher .education saw it very 
much in terms of useful vocational preparation and as necessary for their 
future careers. According to Neave (1975)', the most important reasons for 
going to university, were to gain useful qualifications, and to study for a 
career that the student already had in mind. Another study, of second-year 
university undergraduates, found that ninety per cent mentidned factors 
related* in one way dr another to. their future occupations 4s one important < 
consideration (Startup 1972). In particular, they thought that a degree tyould 
; give access to more interesting work (seventy-two per cent); a better-paid job 
(fifty-one per cent); a wider choice of occupations (forty-seven per cent); and 
more secure employment* (twenty-four per cent). Two-thirds pf the 
undergraduates questioned in another small study of secoiid-year university 
students said that going to university would give them better career prospi ~ 
(University of Reading 1973)/,Other benefits included better chances 
^emptoyment^the prospect of a more stable career, and higher earnings. 
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Cohen (19^0), in a study of sixth-formers, found the vocational purposes 
of a university education strongly emphasized by his sample, and that 
'Expectations were strong that learning at university arid college should 
above all eke be "applicable".' The aim of gaining qualifications for a 
chosen career, or to enter, higher education, or to improve career prospects 
generally all featured strongly in a survey of upper-secondary and further 
education students (Dean et al. 1979). Other suqh st&ttes have come up with 
similar conclusions (eg Schools Council 1^970; King et al. 1974). In selecting 
specific courses in higher education too, the usefulness of the chosen course 
for a particular job has been found to be more important than any other 
factor (Gordon arid Williams, 1977). In the United States, •as well as in 
Britain, labour market opportunities have been found to be extremely 
influential (eg Dole fy70). * f ~ , 

It is clear from this brief review ^hat while there is obviously a^wide 
variety of reasons for staying on into the sixth fonp.or going on to university, 
economic factors are extremely important, * * ' * 

The motives*that impel sixth formers to seek higher education are 
many, varied and seldom clear-cut. A minority wish to continue for its 
own sake the study in depth of a specialised subject to the top of their 

bent Sortie studenjs have a specific career in mihd. A larger number 

are anxious. to develop over a wider 'field'what the Robbins Committee 
lied the general powers of the mind. , , Seme ask for no more than a 
stimulating opportunity to cane to terms with themselves, and to 
discover where their real interests and abilities lie. Others have no better \ 
reason than involuntarily to fall in with the' advice of their teachers and 
the example of their contemporaries. But not far from the surface of , 
most candidates' minds fs the tacit belief that higher education%iI^go 
far to guaraiitee them a better job: 9 JHMSO 1972) % 

A decade earlier the Robbins Committee was more forthright: 'We deceive 
ourselves if we claim that more than a small fractiA of students in 
institutions of higfter *educatioa would be where they are if there were no 
significance for their future careers in \tfiat they hear and read . . (HMSO 
1963). . t 

POLICY ISSUES AND CONCLUSION? 

At the L978 North of England Education Ccpference Shirley Williams, at 
that timejSecretary of State for Education, resetted on the achievements of 
the British education system: * 



^~\ar< 
lea; 



re^t 



'We hav? transformed our school system, raised the school leaving age, 
massively expanded our higher education, instituted reasonably 
generous awards for post-eighteen year-olds, and here, tetween sixteen 
and eighteen, thousands of our eager, able and epergetic youngsters 
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, trickle away. Of course, I would welcome tHei/ going into the world of 
• employment if they were getting effective training yvskills ^and effective^ 

opportunities to continue their education on a part-time basis; but most 

of them are not.' ' 

In spite of all of these changes in educational policy, the traditional under- 
representation of young people from working-class backgrounds pfersists in 
upper-secondary and liigher education. It is clear from this research review 

< that it is at the school-leaving age that most working-class drop-out occurs. It 
is' therefore in the period leading to , and including the minimum 
school-leaving age that at least some public policies must be directed that are 
aimed at reducing social class inequalities. Educationalists and policy 
makers cannot console themselves with the thouglrf that participation in the 
higher levels.itfthe education system is equally open to the equally talented: 
it would seemlnat notions of meritocracy have little to do with who does and 
who does not continue their education at key transition points. 

However 'hard (it may be) to say to what extent the selectivity of higher 
-education represents a denial of equal opportunity, and to what extent it 
results from variation in people's appetite for education' (Jencks 1971), there 
is little doubt that education policjes c^n be v formulated that will whet the 

* appetites of young people for continued study. Access can be improved; 
demand can be stimulated; and participation in upper-secondary and higher 
education by under-represented groups call be increasedf. A combination of 
educational, social and economic policies might well dqall of these things, 
and tap the presently untapped pod of ability and<emedy the waste of one of 
Britain Vmost valuable resources — human capital; 

The devtlbpment of educational practices, in the latter, years of 
compulsory education, designed to bring out the specific talen£ of poorly 
provided-for groups, anc^toencouragraontinuation, , could pay dividends in 
this respect. But while. specifically educational policies arid practices may* 
somewhat improve access to and participation in upper-secort&ary and , 
higher education, they do have to be supported b$ other policies. Class 
inequalities are associated with, and perhaps fcx£cerb||ed by, the inabilities^ 
of families to afford the cost of post-pompulsory education. While financial 
support, albeit subject to parental means-test, is widely available for the , 
overhigh teens higher education, there is little monetary help for young 
people (and their families) when they first choose to stay 6n beyond the 
minimum school-leaving age. Research evidence indicates that the 
Introduction of educational maintenaifce allowances on a national basis 
would help to raise demand for post-compulsory education/Any government 
concerned with equalizing educational opportunities; and with the provision 
of highly skilled personnel for the future development of the economy, would 
do well to place the introduction bf educational /Maintenance allowances very 
high indeed on aiLfigenda of educational reforms'. . 

In December 1980 a«governmeht repdrt titled 1 Education for 16-19 Year 
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Olds stated that 'We need more and better education and training for this 
age group.' However, this bland-report did not even seriously consider the 
benefits to be derived from educational maintenance allowances (benefits 
possibly increased at a time of high and increasing juvenile unemployment), 
side-stepping this particular issue with the now-familiar reference to the need 
to reduce public spending, commenting that 'as long as the need for 
expenditure restraint continues there is no prospect of introducing any 
reasonably generous 16-19 awards system.' 

It is clear that the government of 198 1 and the Department of Education 
and Science have virtually no educational' policies for sixteen-nineteen 
education or for higher education, other than the general economic policy 
drastically to reduce public expenditure on both, regardless of the 
educational implications. Sufh a policy further reduces general opportunities 
in post-compulsory education and exacerbates existing class inequalities: it 
also denies the need for educated labour in the future. * 

NOTES * * r 

1 Much depends, of course, on what is meant by equality of opportunity. 
A variety, of interpretations are usefUlly discussed by Warnock (1975) 
and Bowman (1975). b m V s 

2 Other analysts see class differences as primarily economic or political 
rather than educational or cultural in origin. There is in fact little 
research evidence that working-class parents have lower general 
educational ambitions for theii; children, except to the extent plat tljey 
are unaware of opportunities available, or are uftable to conceive that 
their own children are capable of competing on equal terms witlrother 1 
children. For both workihg-class parents and their .children * the) 
possibility of upward mobility through education 'seems so remote as to v 
be meaningless' (Willis 1977). It is certainly correct that working-class 

» parents command fewer resources and have less power over educational 
institutions. * ♦ . - c % 

3" Comprehensive reorganization can take 'a number of different forms* 
There are still large numbers df secondary schools that parry the label 
'comprehensive' but Which are selective, or from which able pupils* have 
been 'creamed off (see Bellaby 1977). 

4 The number of young people aged eighteen or under who ar$ registered 
as unemployed increased by eighty per cent during 1980. ~ 
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MATURE ENTRY 

by Geoffrey Squires 



INTRODUCTION 

Adults and Adulthood ^ 
During the last' decade, there has been a marked increase in' research into 
,aduVhood,and ageing. This increase is noticeable in not one, but sevdal* 
disciplines — t&logy, physiology, psychology and sociology. Much of this 
research is gerontology, concerqgd witfrthe very old,^in whom the problems 
of ageing are most visible and acut£ However, a hiore general shift of 
. interest towards adulthood, and away from chikjhood, is discernible, and 
with It a growing realization that jwhat had previously been thought of as a 

* simple plateau or a straightforward, linear decline ira much more complex 
and interesting phenomenon. * 

. * Concurrently, public interest ha£ grown. The word 'ageism* has been 
coined; there are now organizations, such as Age Concern, which attempt to 
look after the interests^ the v£ ry old; pre-retirement courses v are now quite 
commoft; and there are increasing references to 'mid-life' and TnicJ-career' 

> problems. For women,-the middle years are increasingly being seen as a time 
of opportunity rather than stagnation, though whether those opportunities 
can always be realized is another matter. Our attitudes towards adulthood 
seem, therefore, to be undergding a slffft. The fact that this shift is diffuse 
and imprecise does not mak? it any the less important; it can issue in a 

^ thoijsandmore tangible changes. It caftndt be fully explained; but it c*#not 
be wholly ignored. v 4 

The, change in the age structure of the population — both here and in 
the United States — must have something to do with ft. This is not a simple 

* ^redistribution in favpur of the old, but rather a series of wave and trough 
movements overlaying what appears to be, a longer4eim trend towards an 

/. • older population. One such* trough is already affecting the schools, and will 
, : soon affect higher education. Between nofr and 1996 the number of people 
aged between thirty and forty- four will increase by about 1.6 million, the 
number over forty-four. by about 0.3 millicMfTand the number aged between 
, sixteen and-twenty-nine will decrease by about 0.6 million. Any conceptual 
v re-orientation towards adulthood is thus underpinned by a palpable Social 
^ v change, and the redistribution of resources which that implies. /- 
Another general factor which may affect our perception df adulthood is 
. employment. Here again it is not easy to distinguish the wave Snd> trough 
movements of cyclic unemployment from longer-term structural unemploy- 
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ment. Unemployment disturbs our sense of adulthdod. Being^at school is 
another of the. things that distinguishes the child from the adtilt. Does the 
, unemployed adult then perceive education* as. a sensible alternative tp 
employment, or as further, confirmation of his loss of adult status? Just as tjie 
growth of contraception has' altered the child-rearing and therefore 
life-pattern of many women, ppening up problems aftd possibilities that 
simply did npt exist before, the rise of unemployment may cause many men 
(in particular) to reconsider their traditional lite-pattern as a continuous 
wage-earner, t 

Adults in Higher Education , - m 

So far, we have mentioned some general factors whidh bear on our perception 
. of adults and adulthood., However, there are more precise and immediate 
reasons for examining the place of adults in higher education. Jhere have, of 
course, been adult or ^nature' students in higher education for a very long 
time. In the late nineteenth century the growing 'civic' universities such as 
Birmingham,* Manchester and Leeds did a good deal of their teaching in^the 
ej^yiiDg and attracted a substantial proportion of students who were already 
in employment. The adult, extra-Tnur^} provision of the universities 
developed strongly from the 1920s onwards, although it was marginal to the 
mainstream of higher education. Adults have studied at Birkbeck College 
London, or for London external degrees, for many^dars. There has always 
,been a smattering of older students at other universities, and some of the new 
universities, such as Sussex, made a deliberate; attempt to attract mature 
entrants. However, three things have happened in the last decade which have 
^ , thrown matufe students iifto particular prominence. \ <* 

First, the designation of the polytechhigs in the.late 1960s and early 
^ 1970s. The age structure in farther education has always been more mixed 
and less narrowly identified with eighteen-to-twenty-one year -olds than in 
higher education, mainly because of the prevalence of part-time study. The 
polytechnics are gradually being detached from the rest of further education, 
first under the heading of 'advanced further education' (AFE) and now as 
'public sector higher education* (PSIJE), andMhe colleges and institutes of 
higher education are included in this change. The result is that a substantial 
portion of the higher educatibn^ysteip in the UK now. has a tradition of 
mixed age intake. Some trends, suchas the increase in full-time degree work, 
may tend to modify this tradition, but others, suqh as the growth iji modular 
credit schemes, should tyfelp to sustaiif it. 

Secondly, the opeoing of the Open University in 1971 was, significant for 
several reasons. It immediately increased the number ^f adult students in 
higher,education by nearly 20,000; it demonstrated publicly that adults could 
study successfully for a degree; and it shoved, moreover, that adults without 
the conventional 'A' level requirements could achieve pass rates,nQt very far 
befow those with qualifications. In one sense, the'OU was merely confirming 
what some people had known or suspected &11 along; but the great difference 
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lay in its visibility. *As the most public of the universities /its image is ftlmost 
as important as its reality. Press stories of dockers, fishmongers, and 
grandmothers who received their degrees are, of course, unrepresentative of 
the main body of OU graduates, but that is not the point: they are symbols of 
what can be do^e, often against great odcls. They consititue a counter-my^h 
against the traditional myth that old dogs cannot learn new tricks, the belief 
that higher education is for the young only. The consequent change in adults' 
self-concepts affects not only potential OU applicants, but alh potential adultT 
students in higher education. 

* Thirdly, mature entry to higher education was spotlighted by the DES. 
discussion document HigtTer Education into the 1990s. Against the 
background of &ir* impending fall in the eighteen-year'-old intake, this 
documeht*discussed, inter alia, the . 

. J. possibility . . . that the demand, which is already beginning to make 
itself felt, to devote more educational resources ta those already in 
employment might result in more systematic opportunities for recurrent * 
education for mature students. Priority might be given aUfirst to those 
who had missed higher education epportunities at normal entry age. But 
this might not preclude more radical developments, such as a systematic 
scheme for continuing education at an advanced level, or indeed at a 
non-advanced level.' (DES 1978) , 
'Model E\ of which this was an element, excited a good deal of interest, 
not to say self-interest, in the higher education world, for it promised a way 
of avoiding the impending fall in student numbers /or the best of reasons: 
expansion and equalization of educational oppopunity. With the subsequent 
^change of government, Model E disappeared Trom public view, although a 
Model E Reconnaissance Group within the DES continued work on the 
subject. (The report of this group is not available, though the Times Higher 
Education Supplement printed a summary of its main conclusions.). ' 

Although the climate of higher education has changed drastically since 
1978, and Model E is no longer a formal policy option, the*effect has been to 
make many academics and institutions much more aware of the potential of 
mature student entry than fhey were previously. This awareness has been 
sustained by/more recent statements by both the UGC and the DES (DES 
1980). / * • 



It thus seems an appropriate .time t9 examine the wholo^question of 
mature entry to higher education more carefully. Not only is tfiere the general 
ground swell of interest in adulthood, but there are specific reasons why 
^nature students should be of concern to those involved in higher education. 
Such an examination &not, however, easy. To begin with,<piature students 
capnot be discussed as a relatively homogeneous group. Consider the 
following 'cases: 

— A young man leaves school <fath three < 0' levels and works as a clerk 
An an insurance company for several years. He gets bored with the job 
and its lack of prospects, and studies at the local FE college to get son\e 
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'A' levels. He is subsequently admitted to stufly psychology at a 
university as a full-time -student. Ms girl-friend, later wife, who has a 
job with* British Gas, helps to support him while he is working. 

— A woman leaves school with two 'O' levels, works as a typis^ fo^ 
several years, then marries* and has two children. Bqth of these are at 
school by the time she is twenty-nine, and sjje decides -to enrol as an 
Open^University degree student, partly because one of her friends, has, 
an(} partly to prove to herself that she can do better than she did at, 
school. - ^ 

— A man in his late thirties is suddenly made redundant by the 
manufacturing company for which he has worked in a managerial 
capacity for fifteen^ears. He find§ great difficulty in getting a similar 



p, ' * job anywhereselse, and decides r to look for an intensive full-time one-year 3 
vocatiohal course which will re-equip him for a new career. 
♦ — A woipan in her early forties, whose children are now teenagers, 
decides she wants a job again, but a reasonably interesting one. (Before 
hefc marriage she worked as a secretary.) She is interested in the social 
work field, especially relating to children, but is not quite sure what level 
of qualification she would need to get a satisfying job in, say, the , 
adoption service. 

— A retired teacher, mentally, active, wants \o deepen her late-devel- 
oping interest ih history. She goes toan extra-mural class for one year, 
which she finds interesting but not very demanding; on the other hand, 
she does not really feel like committing herself to a full degree. 
These five cases by no means cover the wide spectrum of potential 
mature stu dents and their needs , but they at least show how misleading it can 
be to think of mature students as a single group'. Not oily are there 
differences of age,'sex, and family .circumstances, but there are'important 
differences in what such students need and expect from higher education. In 
some cases they will want a full degree, in other cases something" less; in some 
cases a vocationally-orientated course, in others a general one; in some cases 
full-time study, in others part-time. In some cases, filrther education or adult 
\ education rather than higher education will provide the appropriate 
opportunities. We shall try, therefore, in this chapter to retain a sense of the 
plurality, of mature students and their needs. This is not always easy, since 
the statistics of mature students, and a good deal of the writing about them, 
tend to lump them together as a group which 'contrasts with ah equally 
**^uiidiffprentiated group of eighteen-year-olds. . 

We sh^ll define mature^students,. for these present purposes, as student ^ 
aged twenty-one or over at entry to higher education. There tte severaf 
reasons for choosing twenty-one, riathSf than twenty-five, the ageSat which 
mature student grants begin to apply. First} .twenty-one is still connected 
with adulthood in many people's mind. Secondly, anyone who enters higher 
education at twenty-one is likely to have been in employment for at least 
three years: a significant aspect' of adulthood. Thirdly, the Open University 
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uses jtwenty-one as the threshold for (most of) its entry. Fourthly, the UCCA 
figures show that twenty-one-plus entry is of a quite different magnitude to 
the main, eighteen and nineteen-year-old entry, and capjiot be^psirfused with 
it (although" university definitions of 'mature' vary from seventeen to 
twenty-five). 

Higher education will be defined as comprising studies of, or leading up 
to, first degree level. There is *n intended ambiguity m the phrase 'leading 
up to'. One of the major curricular changes in higher education in tlie last 
decadeiias been the graduaras^ggregation of what used to be an indivisible, 
holistic. dqgree pattern, of which the increased role of advanced^ further 
education is a symptom if npt a cause. Formerly, one studied consecutively 
for three yeaxs; now studies can be .interrupted. Formerly one studiedm one 
place (arid preferably in residence) \vhereas now one can transfer somewhat 
more easily. Formerly, 'finals counted for everything; now one can 
accumulate the degree by instalments of credit (Squires 1979). The two 
patterns exist side-by-side today, tut the net effect is to make higher 
'education much less easily definable than it used to be. Howdo we classify a 
student who has gained some credits towards a degree, and then, apparently, 
drops out? As a failed degree student or as a successful post-secondary 
student,? This* ambiguity is particularly important in relation to mature 
students; arid the . previously clear demarcation between higher and 
continuing education is by nq^decidedly blurred. 

This chapter divides into three main sections. First, it reviews trends in 
thfe enrolment of mature studen ts in D higher education over the last ten years. 
Secondly, it attempts to analyse the factors which have influenced these 
trends and seem likely to influence them over the next ten years. Finally, it 
comments on higher education policies as they affect m^ure students. 

In doing so, three main questions are addressed. Firsfcare there likely to 
be more or fewer mature students in the future? Model Ettks raised hopes in 
some minds that mature students will save higher educatipri from decline in 
the next decade. Secondly, what kinds of higher education are mature 
students likely to need? Clearly, we have {o examine not only degree-level, 
but sub-degree ltftl studies as well. (Postgraduate studjes constitute a 1 
further topic dealt with by Rudd in Chapter 6.) And thirdly; what can be 
done either to stimulate or depress .the demand fromWture applicants? 
What are the main policy levers' in this area? # } 

All of the above questions imply an element of prediction. Forecasting 
the demand from eighteen-year-olds is difficult enoqgh, as various 
abandoned projections over the years have s^own us; forecasting demand 
from a grcrtip-as multifarious as mature students is many times more 
difficult, and all we can hope to do here ia to make a reasoned guess. Itf any 
♦case, it is ipore a^cijrate to view future demand nctas something that is going 
to hapf*n; But something th*t can be made to happen, or at least \)$ 
stimulated dr depressed Afiftie saWtime we jgust not fall into the opposite 
trap of believing that 6 deft touch ©glhe pdiqTcontrols will always produce 
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the exact, desired result. Higher education policy has more in common with, 
sailing a boat than driving a car. 

Although there is now a considerable literature on mature entry to 
higher education, most of it specific to one institution, it is more appropriate 
here to draw on it in passing, rather than to make a formal review. In any 
case, there are still many questions on which little or no empirical evidence 
exisjs. Of necessity, we shall be dealing with many unknowns. 

A REVIEW OF TRENDS ' 
In this section, we shall review trends in the enrolment of mature students 
(aged twenty-one or over at entry) in higher education, as a preliminary to 
analysing in more detail in the next section thcfactors affecting such trends. 
The figures will relate to the universities,*the Open University, and advanced 
further education*, and will usually be for the most recent available decade. 
The purpose of this review is not to attempt quantitative extrapolations into 
the next decade, but to give an overal(picture pf numbers and trends. 

Two general 'points should^fiie made. First, the statistics currently 
available on mature entry do not always allow us to disaggregate totals in tlfe 
ways that we would wish. Thus, while we cah get agener?d picture of trends,- 
it is sometimes impossible to distinguish between full-tune and part-tune, 
men and women, or different adult agegroups wifluifthosetrends. SecopdSy, 
overseas students have been' excluded frodi the figures. 'They tend to be * 
• significantly older than IJK students on entry to higher education, and ttyy* 
inflate the figures foe mature entry as a whole. Foe e^axnple, in 1979/§0, qf& 
4he 7000 overseas new entrants to universities in the UK, almost half (3,495) 
were aged twenty-one or over (UGC, private communication). Our interest in 1 
this chapter is in itfatuje entry by UK students. Postgraduates have also-been 
'excluded. (These figures' are fa* the whole United Kingdom and are therefore 
.not comparable with those of Chapter 2, Table 2.3, p.71.) 



Universities , + 

Have'thfe numbep and proportion of mature students entering the universities 
.increased or decreased in the last decade? Tabte^g.1 gftes figures for 
full-time/sandwich undergraduate new entrants for the>hde of theUoil& 



Kingdom. It cah be s$en from this that the number of matl^r5fu3£ntsl has 
increased slowly but fairly steadily from 8500 in 1971/72 to 10,200 in 
1979/80. *This growth is Accounted for by an increase in the number *of 
women, and of men aged twenty-five and over (the age at which mature 
student grants begin to apply). The proportion pf mature students has, 
hojve^er, fallen marginally froip 13.3 pel cent of the total intake in 1971/72, 
to 13.0 per cent in 1979/80^ although mis statement conceals a sharp rise in * 
the proportion of women, and a fell in' they^eportion-of-tnen^harp in the 
case of those agfed 21-24. Obviously, if tfle eighteen-year-old intake fell / 
significantly, the proportion of mature students jyould rise, but tlye numbers 
involved are not large. 
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TABLE 5.1 - s ' 

Full-time/sandwich hone undergraduate new entrants to universities: by sex 
and age: United Kingdom (Thousands: column percentages in brackets) 







1971/72 


* 1973/74 ' 


, 1975/76 


1977/78 ^79/80 


20 & under 


M 


36.2 

\jf A)) 


35.3 


38.0 

(54.5) 


40.6- 
(54.f) 


41.2 
. '(52.3) 




F 


18.9 


20.1 , 


•223 


24.7 
(32.9) 


27.4 
(34.8) 


21-24 

• t 


M 


4.4 

(i n\ 


3.7 
10. o) 


•4.0 

(S R\ 


3.9 
(5.2) 


3.8 

* (4.8) 


* 


4 F* 


i.i 

(1.8) 


(2.2) 


# t.5 

(2.2) * 


1.7 
(23) 


1.9 
,(2.5) 


25 &oVer 




. '2.0 
(3.2) 


2.1 
(3.2) 


23 
• (3.3) 


2.4 
(•3.2) 


2.4 
. (3.Q) 


» 

1 


F 


0.9 * 
(1.3) 


. 13 
(2,0) 


1.5 
(2.2) 


■ $ 

X2-2) 


2.1 • 
(2.7) 


Total * 
• 


• 


- 63.6 
(100.0) 


63.9 
(100.0) 


: 69.8 
(100.0) 


75.1 
(99.9) 


78.9 
(100.1) 


Total 21 and -over 






8 A -' 
♦ (13^ 


9.4 
(13.5) 


9.7 
.(12.9) 


10.2. 
(13.0) 



% Source 
» UGC, private communication. 



As to part-time undergraduates, most of whom are mature by our 
definition (see Table 5.2), l)K universities (excluding the Open University) 
enrol ajnuch smaller proportion of part-time students than do universities in 
many other countries. The figures involved are . therefore very small 
compared with thelotal intake. Table 5.2 (which is unavoidably incomplete) 
shows that the total part-time undergraduate population has risen from' 3145 
in 1971/72 to 3703, in 1979/80. Of this 3703, 85.9 per cent were aged 
twenty-one or over. The time series k scarcely long enough for us tb comment 
meaningfully on trends. Agaiifr however*, women, at least those aver 
tWgnty-five, are a rising proportion. It will also be noticed that, as the figure 
for 1973/74 suggests, the part-time total fell' (for three years) after' the 
opening of tHe Open University in 1971. With the very recent growth of 
part-time degrees offered by other universities, tae might now expect to see a 
continued upward trend. But even in 4979/30, tfirkbeck College London 
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alone accounted for 30 per cent of tiie home part-time undergraduates. 

TABLE 5.2 : ~ : 

Part-time home undergraduates in universities (other than the Open 
i^rackete) ^ 8e: UnitCd Kingdom ( Nun »bere: column percentages 



Source * 
UGC, private communication 







1971/72 


1973/74 


1975/76 


1977/78 


1979/80 






•not available 


198 


171 


188 




*> 






(6 2) 








r 


Vot available 


374 


361 


333 










• 01.7) 


no 21 


(y.V) 


21-24 % 


M 


not available 


425 


388 


453 










(13.3) 


(10.9) 


02 2) 




F. 


net available 




"306 


307 










(9.0) 


(8 6) 




25 & over * , 


M 


not available 


1110 














(34.6) 


(36.5> 


(35.6) 


• * 


F 


not available 


810 


1027 


1102 










(25.3) 


(28.9) 


(29.8) 


All ages 


M 


2061 


1662 


1733 


1856 


1961 




(65.5) 


(60.5) 


(54.1) 


, (52.3) 


(53.0) 




F 


1084 


1084 


1471 


1694* 


1742 






■ (34.5) 


(39.5) 


(45.9) 


'(43L7) 


(47.0) 


Total 




3145 


2746 


3204 


3550 


3703 






(100.0) 


(100.0) 


(100.1) 


(99.9) 


(100.0) 


Total 21 & over 




n.a. 


n.a. 


2632 


3018 


3182 










(82.2) 


( PS.0) 


(85.9)' 



The Open University 

The Open University does not admit students under twenty-one at all (except 
for a very small experimental group); hence it is entirely devotedao mature 
entry in our terms. Table^ gives the figures for ,OU entrants over the last 
aecaoe, in the form of^an admissions- cycle, whereby initial applicants 
eventually become^egistered students. The figures for the first year of entry 




TABLE 5.3 . • U 



on 



Applications and admissions to the Open University {undergraduates only) " 



1971 1972 1973 1974 1975 1976 1977 1978 1979 1980 1981 



o 

X 

o 

. — — x 

Applications 43,444 35,182 32^6 35,011 . 52,537 52,916 49,956 45,293 42,754 45,311 43,QP4 S 

Places. - 25,000 20,500, 17,000 15,000 20,000 17 l ,000~ 20,000 ' 21,000 21,000 20,000 21,000 c 
available ^ — ' • \ 5 

Provisionally 24,191 20.498 17,004 14,475> 20,045 ld,311 19,886*20,882 20,709 19,439 Not 5 
registered , • available 

students • * • 

(Jan 1) 

Finally 19,033 15,564 12,405 10,856 14,830 12,230 14,971 15,669 16,729 14,150 Not 

registered* , 4 available 

students . * 

Source ~~ ^ ! 9 

Analysis of Applications for Undergraduate Study with the Open University in 1981 Open University information 
services, November 1980. , " 
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are a unique case, and can be excluded*from our analysis. After 197 1,. the 
num J^ rs rf finally re « istere a ^Stents fluctuate around a mean of .about 
14,000 ranging -from 10,856 in 1974 to 16,729 in' 1979; most of thV 
fluctuation reflects the variable number of places available. Applications*,, 
likewise, fluctuate rather than show any discernible trend, and seem to have 
levelled off in the 40-45,000 range. Two points may be noted: first, that the . 
number of finally registered studeffts is often around a third of the number of 
applicants; and secondJS^tfeatnhe rate of initial inquiries to applications in • 
1980 was itself 2.44:1 (84,051, inquiries). In other words, between 'initial 
inquiries and final registration, some 70,000 adults (or five times the number 
who finally registered) decided that the Open University was not for them, or 
were selected out. This suggests a considerable potential demand for some 
form of post-school., education, and we shall return to this later in the 
chapter. ■< 

These statistics do Hot include associate sfudents, for whom Table 5 4 
gives figures. These are students who register to take individual courses not 
the degree programme. The number of such students has risen fairly stfsidily 
from 2042 in 1 973*(when the programme began) to 89 1 7 in 1 979. (ThS*fig*re 
does not include students on short courses, of whom there were about 
14,000 in 1980.) 

• ■ . 

TABLE 5.4 ' ~ ] 

Open University Associate Students (excluding short courses): applications 
and final regis tratibns 





1973' 


1974 #1975 


1976 


1977- 


1978 


1979 


Applications 


3,356 


2,21 f 6,591 


7,462 


10,648 


11,384 


14.-181 


Registrations 


• 2,042. 


1,336'' 4?359 


4,486 


5-^74 

£ 


7209. 


, 8,917 



ERIC 



Open University Information Services • 

Advanced Further Education * % 

Turning topublic sector higheriducatipn, which comprises the polytechnics, " 
colleges/institutes of higher education, and 'advanced* courses in other 
further education institutions, Table 5.5 gives us .figures for full-time initial 
home entrants. These are broken down into Initial Teacher-training', where 
the total intake has b$en reduced in the last seven years to a quarter of its . 
previous size, and 'Other Pubiic Sector', where the total* intake has'almost 
doubly In initial teacher tfaining, the proportion of mature entrants* rose 
with some fluctuations from aboqt 26 per cent in 1969/70 to 31 per cent-kK. / 
1979/80. However, in the other public sector category, the increase is nluch^ 
mor* marked: from 31 per cent iq 1969/70 to nearly 38 per centiii 1979/80. 
Mature entrants nqjy account for 37 p*r eent of all public sector fiill-time 

> ; : . x * . ■ ' 
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entrants. (The highest proportion of full-time mature students is found on 
advanced but non-first de'gree courses: 51 per cent as against 27 per cent on 
first-degree, non-teacher- training courses in the -public sector in 1976/77 
(CUA 1978).) Mature students are represented in even higher numbers on 
part-time advanced courses in the public sector,* on which the vast majority 
(95 perfcent) of students are enrolled in courses other than for first degrees 
(see Chapter 2, Table 2.2,*p.70). Seventy-two per cent of home entrants to 
part-time, day, advanced courses in 1976/77 were twenty-one or over* 
and no less than 90 per cent of those to part-time evening courses (CUA 
1978). These proportions and the trends are striking, and demand 
explanation. Unfortunately, we do not have figures which allow us to do it 
adequately. * 

TABLE 5.5 ' 

Full-time/sandwich home initial entrants to Advanced Further Education: 
by age: England and Wales (TjfiStgands: column percentages in brackets) 







1969/70. 


1971/72 


1973/74 


1975/76 


1977/78 


1979/80 


(a) 


Initial teacher 
training 






* 










20 & under 


27.4 


1 27.8 


' 25.2 


19.5 


8.1 


5.8 


» 


21 & over. 
Total 


9.8 .. 
(26.3) 

• 37.2 


U0.3 
(27.0) 

38.1 , 


"7^9,6 
/ (27.6) 

I 34.8 


8.1 
(29.3) 

27.6 


.2.7 
X25.0) 

10.8 


2.6 
(31.0) 

8.4 


(b) 


Other public 
sector 
















2Q & under 


. 18.4 


20.8 


20.9 


24.3 


28.9 


31.4 




21 & over , 


8.1 
(30.6) 


9.4 
(31.1) 


10.4 
(33.2) 


12.5 
(34.0) 


16.7 
(36.7 


19.0 
(37.6) 




Total 


26.5 


,*30.2 


31.3 
t . 


. 36.8 t 


45.5 


50.5 



Source V > 

DES (Statistics Branch), private -communication. 

We have now seep the overall figures for mature entrants to the whole of 
the higher education sector. However, figures relating to adult education are 
also relevant, in so far, as adiftt education students form a pool of potential 
HE applicants. Most LEA adult education is not closely related to higher 
education either in terms of content, ex* level, and we need not therefore 
consider it here. However, the courses provided bv the Responsible Bodies' 
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— eg university extra-mural departments and the WEA — ^re closer to 
higher education in the type of subject studied, and on the whole in their 
academic level. Mostetudents see these courses as an end in themselves, and 
do not want to take cm more systematic, assessed courses; but some use them 
as a stepping-stone to more sustained study. Table 5.6 shows that the pool is 
very large indeed — nearly 300,000 students — and that there is a slightly 
wobbly, upward trend. (Adult education courses are price-sensitive, and 
recent fee increases may well cut into these totals.) Even if only a tenth of 
such students were interested in some form of higher education, this would 
still mean a pod of nearly 30,000 petential applicants; which, together with 
OU •non-registering' students (assuming no overlap) makes a total of 
100,000 per year. 



TABLE 5.6 • „ 

Students taking courses of adult educ^fiofr provided by responsible bodies 





Male , 


'/Female 


Total 


1969/70 


105,093 


144,043 


* 249,136 


1970/71 


106,658- 


'148,072 » 


■ 254J30 


197F/72 . * 


' 115378 


155,767 


271,145 


1972/73 


112,181 . 


155,118 


267,299 


1973/74 


112,434 


156,940 


269374 


1974/75 . 


115,613° 


1595441 


* 275,054 


1975/76 


1 18,230 


167,67.2* 


285^02, 


1976/77 


121380 


165,795 


287,175 


1977/78 


na. ' 


na. 


272,973' 
280,154 


1978/79 


•na. 





Source \ e**^*^ 

Statistics of Education, Vd. 3 and DES (Statistics Branch), private 
communication. 1 



The figures available to us here can do no* more than sfiggest general 
proportions and trends. Three general features emerge. First, in the majority 
of categories, the trend is either stable or Upward, both in terms of numbers 
and proportions. Secondly, the very marked increases in the polytechnics and 
colleges .(PSHE) contrast with the very slight increases in the universities. 
Thirdly, there are indications of a fairly substantial nod of demand, or, 
perhaps more accurately^ of demands. ThiS Iqjads urfathe necessity of 
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* . disaggregating the whole concept of a 'mature student* into fiirfr categories; 
• first a more detailed analysis of the factors affecting demand js necessary. 

FACTORS AFFECTING MATURE DEMAND 

The previous section reviewed trends in mature entry to higher education 
overdie last decade. Are these likely to continue over the next ten years? So 
many different factors can affect the trends that we, cannot know for 
certain. The natural attitude is to act as if the future will be an extrapolation < 
^of the recent past. Some analysis is therefore in order, if only to test this 
* /implicit 'continuation model*. 

^ There are three main problems with such an analysis. First, one has to 

arrive at a satisfactory classification of the relevant factors. Useful examples 
are given by Harnqvist (1978) and by Williams and Gordon (1976). But 
secondly, even if one arrives at a satisfactory model of classification of the 

x -7 factors affecting demand for education, (me still faces the problem of 
weighting such factors. How far does an increase in fees outweich a 
A seduction in entry requirements? Will a more positive self-concept among 
adult students outweigh the prospect of worse graduate unemployment? 

Thirdly, there is the problem of assumed rationality. Explanatory 
models tend to display what Carley has called 'analytic rationality* (Carley 
1$80) yet there is naguaranteejthat individual students do in fact consider all . 
the relevant factors, weigh them carefully, and then make a decision. They 
may not know-all the relevant factors; they may be influenced by unconscious 
factors (eg thedesirt to get out of a marriage) or they majrconsider>different 
factor* at different stages in the decision process. Nevertheless, the point of 
such models is to account not for the unique decisions of individuals, bjit the 
aggregate effect of large numbers of such decisions. 

* - In short, the problems of forecasting demand for education are much 

v* greater tha%4hose of a manufacturer forecasting the demand for even a new 
- anduntried market product. Where the market pnxluct has a definite price, 
Education is an aggregate of a lot of different costs, which are often difficult , 
to estimate individually (eg fees, travel, bodes and.materials7loss of income/* 
loss of overtime; fxxsibly .offset by grants or loans). And where the market 
product may often have a fairly precise benefit sane of the benefits of post- - 
school education are notoriously difficult to quantify. It is little wonder that 
analyses of educJJonal demand tend, after- due acknowledgment of 
subjective factors,fto concentrate only on those things which are most 
concrete and observable; pricing* policy, admissions requirements, and 
employment statistics. This is an, approach that we shall try to avoid, 
believing it to be imbalanced. (It should be added, however, that among , 
these •concrete* factors can be found many of the policies which are 
susceptible of relatively easy change.) 

\We have ^already suggested that the implicit assumption about, the 
future is that it will constitute, roughly, a continuation of the recent past. We 
will therefore confine our analysis to attempts t<xfq;esee any major challenges 
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to that assumption; in other words, to predict major changes in the climate, 
ratheAthan try to forecast the weather from day to day. Five broad headings, 
ranging from the personal to the institutional, will be used. 

Personal Factors * v 

Although the term 'self-concept' is a relatively new one, common sense has 
always told us that what a person thiijfcs of himself or herself isjin important 
influence on behaviour In compulsory education, the self-concept has a 
major bearing on learning achievement (Burns 1979). However, in post- 

y\ comjylsory education, it affects demand as well. An adult may consider that 
he or she is not capable of, or not suited tostudying for a degree, for a variety 
of reasons: too old, too busy, too lazy, not intelligent enough, nortjisciplined 
, enou|h, not likely to get on with a crowd, of 'ej^feen -year- olds. Adults on 
w 'return to study' courses typically express doubts about themselves, on many 
counts; they complain about thgir concentration, their memory, their mental 
blqf k about writing essays, not to mention sitting exams.* They tend to be 
surprised and relieved to find that other adults have similar doubts and 
uncertainties, and one value of return to study courses, quite apart from 

* - teaching 'study skills' is to allow aduks to share these problems with each 
other. . 

: At the same tiijie, such selftdoubts are now counteracted by the belief 
that it can be done: a belief that appears to be spreading. Adults have 
studied for years in night classed in FE, of in adult education. However, the 
widening belief that adults cao study-successfully foe a degree or something 

8 ne'zy. it is probably due mainly tojhe Open Uimprsity and its visibility. And 
the more adults who do get degrees; or Diplomas in Higher Education, fhe 
greater the chance that an aspiring mature student will know someone, or 
someone who knows someone, who has done it. That chance will still be 
much greater among middle-class students than working-class, but it is as if 
a small but significant ripple were spreading throughout the adult 
population. The analogy here must be with the women's movement: diffuse, 
generalized, uneven in its impact, yet impossible to ignore in any analysis of 
late twentieth-century attitudes towards work, family life, child-rearing, or, 
indeed, education. 

Secondly, adult roles have been becoming gradually less well defined 
over a number of years. Male/female roles within marriage have been 
challenged in a mynber 6f ways. The maternal role has been altered by 
efficient contraception. The male wage-earning role is affected by 
_l unemployment. Roles ywthin jobs have also changed? there is less deference, 
more questioning of authority. Teacher/pupil roles at school have also 
changed. Old people have, to some extent, had their role taken away. The" 

potion of 'participation' has affected political roles.^and so on. The resulting 
— ^ t 

^ ^These comments are based on a number of Retuzn to Study courses, which 

* the author has run, as well as cm literature cm the subject, * 

eric * • .." :.i7 6 " 
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adult roles are* more complex, and more fluid than they were, say, in the 
immediate postwar years. * 

How might this change affect martire entry to higher education? Often it 
may not provide a positive incentive but simply remove an obstacle. One 
aspect of role fluidity is experimentation with new or different roles; and 
education in some circumstances provides the context, and the legitimation, 
for that. Such' students would be entering higher education not so much to 
study a subject, as tp develop their lives. 

We have discussed the adult's ^elf-concept and roles, but what of his or 
her interests? Enrolment on a course can also grow out of a self-developed 
interest, hobby, or intellectual need, which may have developed late in fife, 
or been hild in abeyance for some years, while other activities took priority. 
Tough has shown that small-scale, self-d irect^ adult learning (which he 
labels 'learning projects') is ubiquitous iin]ISaduIt ! f(mulati(xi, ami does 
not mirror the sadly familiar, social maldistribution ok formal education 
activities (Tough 1979). A leartiing project* might be denned as up to ten 
hours spent over the previous six months trying to master any cognitive, 
affective or psycho-motor problem: anything Ifrom handling a relative's 
* . estate, to putting in double-glazing, or developing an interest in fossils^The 
implications of Tough's work are mainly for adult education, whic> he 
suggests should be largely directed towards backing up and developing these 
pre-existing learning initiatives. Many, perhaps most, learning projects are 
remote from higher education both in ternw of content and level. However, 
some may develop to the point where a shorj degree-level course (as distinct 
from a full degree) would be the appropriate next step. Some existing adult 
education courses and some OU associate students courses may fall into this 
category. «. * 

There are other trends whith may affect the personal aspects of mature 
student demand. Changes in the age at which people get married and have 
their first child; the number of one-parent families; changes in housing 
conditions; the provision of nurseries and pre-school education; all of these 
may bear on the decision to enrol. However, it is difficult even to speculate on 
the effects of such factors, the more so since those effects may differ with 
different forms of higher education. For example, a tendency to delay having 
a first child might increase the possibility of doing a full-time course in cme's , 
early twenties; 'but it might make little or no difference to part-lime 
enrolments. ^ ^ ~ 

I have suggested that a subtle but significant shift in self-concepts and 
role perceptions may make adults more likely to enrol in some form of 
post-school education (not necessarily higher). Such generalizations 
obviously need t6be qualified in terms of social class and other factors; for 
example, the shifts I have described are more obvious in the middle class 
than the working class. However, the general conclusion must be that such 
( changes as occur are " more likely to increase than to decrease demand. 

ERjCS^ . -177". 
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Occupational Factors . * I ' 

By occupational factors, we mean factors related to an ad#'s paid' 
employment which may either encourage or hindert his or her enrolment in 
higher education. We must first distinguish betweenlattitudes toward^gher 
education, • and arrangements for facilitating ii. Even if no folnal 
arrangements for job-release oi paid educational Heave (PEL)' exist, the 
attftude of ari^employer (and colleagues, workmatei) towards enrolment in 
higher education can be important. Will 1 he Illow* time off to do 
examinations? Will he be supportive or hostile? Theje are many small ways 
in whifch.the tpature student's life jpaij be made easW or more difficult by an 
employer or the people>hV works with. Some m&ure stjadeflfs keep quiet 
about their studies because they feel that their workmates will l^ugh at them, 
y regard them as an odd-balK However, if a general shift in attitudes is » 
indeed taking place, ittwill affect the workplace as Well as the family. 

* Be^ond^his, formal arr ailments for job-releasfc arid paid educational 
leave are ipyolved. A reteht NIAE study estimated tfcat some thi$e to four . 
milli^i pec^»lej in England and Wales were .in receipt of PEL iri 1976/77 
(Killeen^d Bird 1981). In terms of students, two-thirds of tfts was 
^n.hou3^Jeprovided%tJieemplqxpr. But in terms of student dayk some 
40«per ceflUtf all provision was made by higher and further edition 
^institutions, >hich typically run much longer courses. Some ideS^pf the 
relative distribution of PEL courses between institutions c^n be gained from 
Table 5.7 baM on the stpdy's sample representing 23.8 per cent of England 
and Wales. s\ r ' * \ 

x * It is not possible to make #t precise distinction between further or 
non-advanced and advanced^ higher education from this table, but a rough 
estimate would be that higher education courses account for about one-third 
of the total sample. 9 V . " 

There thus appears to b*a substantial element of PEL-related coi$&s in 
higher education already. Itjwoulff fce interesting to know, first/ if the 
provision* is increasing pr decreasing and, secondly; whether tfi4 distribution 
between the.universities and PSHE is changing. It.would'also interesting 
to know how much of the provision consists of short ce^s^s, and how much 
of longer courses leading to a qualification. (Note that degree bourses are 
e^Iuded*fran the figures.) * . ' ^ / 

While, there is a ground swell of support for (or at lea^hijerest in) jfeL, 
not only in the UK but mouther countries, notably France;^German^an<l 
Sweden^both the .present economic stringencies anil the attitudes of mdfct 
employers are likely to 'limit the* extent of PEL, and also its direction. While 
the NIAE study presents cogent arguments for a very broad interpretation gf 
the purposes of PEL, employers t^likely to continue to want to see some 
relatidnship between PEL and ^fbductivity. Sfudies" of PEL in other 
countries have also identified various asymmetries in the provision and 
take-up of PEL: more large cpmpanie^han srkll ones;, more'men than * 
women; more high-level students (eg ntenagerial or professional) than 
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low-level; more urban students *han rural; more young people than old 
people. Although the implications for "higher education are difficult to 
foresee, it seems ijnprobable that 4 the level of provision will decrease in the 
next ten years; and^yfc/ well increase under \fi$ impact of technological 
innovation. Howevdl E difficult to imagine PEL becoming broader, and 
less specifically linkec^WfttfHftction, except as ? "result of a direct 
governn^nt initiative: and tra^igain, is difficult to imagine in the present 
circumstances. Current government policy on post-school education suggests 
an increased emphasis on vocational aspects and some withdraw of support- 
for general or liberal education. Thus if PEL-related demand doe* increase, 
it seems likely to affect some departments, and even some institutions, more 
than others^and to benefit vocatioivtfTcbmmercial and technical subject? in 
.particular. ♦ *' ' 

*YABLE,5.7 \ ! ~ : ' r ~ ~ 

Estimated numbers of students- op paid educational leave: by type' of 
institution* ° ' \ : ^ 1 * 



Type of Provider* 



University Departments (Non EMDs) 
Extra Mural Departments 
Polytechnics 
Colleges-of Art . t 
Colleges of education \ ^ 
Colleger/Institutes of 'Higher Education 
Colleges of Technology 
^Technical Colleges , • v 

Colleges of Further Education 
Agricultural Colleges * 
Horticultural Colleges 

Other Further Education Major Establishments 
TUC/TU Colleges / 
WEA * * ' * ■ 

All.Other • * ' 
Non-response - 223 courses (4.0%) 



TOTAL- 



Adjusted 

Student 

Number 

18,023 > 
•4,195/ 
14,636 
167 



6,493 
9,458 
, . 13,844 
• 13,2$ 
-~ " 2,103* 
283, 
tl 2,466" 
•1,857 
/2.971 
v 35,2^8 
v 5,409, 

140,641* 



•Excluding degree courses and distance leading 
(eg Open University and cbrrespoy le^ coll eges) 



Source 
Killccn 



and^Blrd (1981). j y 
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Financial Factors «* * \ v ^ 

The financial factors affecting mature stu|pnt demand can be analysed, 

± either in terms of costs, or costs and^nefits. Even the first is difficult/The 
mature student is typically faced with ^ package of costs, eacl) of which may 
Vary in its own right, -and for reasons uncpnnected with other costs in the 
package. Tuition fees are the most obvious cost, and these vary considerably 
from one institution to the 'next. There is not even a standard univeraty 
policy, as yet, cm fees for part-time degrees: they may even vary within 

* * -institution. (But recent UGC guidance suggests that standard fees may^oon 
be prescribed.) In general, part-time feesare not high, compared to full-time ' 
4 fees, but part-time degrees inevitably take longer. • % 
v Moreover, tuition fees may be met, or offset, by a grant, depending on 
the type and lever of course. Grants are discretionary for all except fulj-time 
degree courses, . and the chances of getting pne .depend cm the policy and 
finances of one's local authority. Charges for,halls of residence, also vary; js 
will charges for private accommodation away from-home. Two other major 

* items in the package of costs are materials and travel. The*cost of books and . 
t of essential equipment may or m^y not be offset by a grj*nt; likewise with^ 

'* "trayel. With the increases in the price of travel^thi? is a, major consideration 
Soc an$ commuting student. Finally, thtf eare other possibl^cost^sociatei 
with^hildcare, loss of overtime or second incwes, social expenses associaflPj 
with studying/and etftra* heating and lighting. ' t * j 

r £he ?fclculation of beftefits to the individual student fc-eVen more 

difficult. Rate of return analysis depehds cm the likelihood of getting a job at 
the end of the course, which in turn depend^ cm general levels of graduate 

; .* unemployment, and specific levels related to the type of institution attended, ♦ 
and Jhe subject studied. Moreover, the'dde^ the stfudent, the fewer the - 
redlining years in' which to benefit from* the 'extra^rehirn; and in many 

* cases the larger the amount foregone while studying, if study i* full-tftne. 
This implies |n increasing disincentive to full-time study as one 'gets older. m 
However, the* adult's disposable income will vary over the life-sjfan, with 
perhaps the* greatest pressures on him or Her in the late twenties ifcd early 

* . thirties when children^are being reared, wheii a second income may tfe 
reduced or absent, a mortgage has been taken cm, and the salary has hot 
reached its peak to plateau. 

/ * With all these shiftipg conditions, can we say anything definite about 
/the financial aspects of demand? The current goyernment is increasing 
L student grants belq^Tthe tate pf increase in inflation, and has also considered 

% (but has temporarily shelved) the introductiorfvrf a loan scheme. If extra • 
money does become available, it seems lik<£y to be for Non-Advanced 

\ Further Education, perhaps even channelled through employment . not 
\ education funding. There are ^Iso signs of a shift of policy emphasis as 
regards levels of study — eg the encouragements training for technicians ^ 
rather than technologists — as well as direction — vocational rather than 
general. However, continued high unemployment rates could encourage 
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government support for retraining schemes at every level. Nor is there much ' % 
chance of the other costs in the package being held down: they tend to be 
either energy-relate^ (travel, heating), or labour-intensive* (teaching, halls of 
residence, meals, child-minding, publishing). Moreover, the fact that a 
package of largely unrelated costs rather than a single, all-inclusive expense 
is invotvedlnakes control less easy and less likely. Without a detailed study of . 
costs and trends, we can do no more than guess, but ft seems unlikely that 
financial factors, as described above, will make *it. significantly easier for 
mature students to enrol, in the next decade. They may well make it more * v 
difficult. * . A 

Vocational Factors * * 

By vocational factors, we mean the likelihood of a student getting a job, or a 
better job, or not losing a job, as a direct result of what he or she has studied. 
We have reviewed trends in graduate unemployment elsewhere (Squifes 
J 981), Neither the general proportion of graduates unemployed, nor the 
trend, appears to be a major cohcern at the moment. However, there are 
considerable differences in the unemployment rates as between subjects, with ^ 
the arts and social sciences far^g^worst; and the average unemployment 
figufes for the polytechnics and colleges are significantly worse than for the 
universities. Several careers specialists have recently predicted ^a sharp 
worsening in all the higher education figures. On the other hand, they h^ve 
predicted this for the last two years, and there may now be some signs 'that * ' 
the recession is bottoming out. Trends in teacher employment and public 
service employment are' already affecting figures adversely; 6n the other 
hand, -a gradual technological upgrading of the economy would benefit, 
jflany graduates. Arid there are signs that sprite institutions are taking .steps 
to equip *nop-vocational students' with some mafketable skills (in 
mathematics, computing, languages), in addition to the- trained mind' 
which they are assumed to have developed. Graduate unemployment is thus 
sjnatter^of uncertainty rather than serious anxiety, and in this the UK differs , 
Jrom sane of its continental pteers. ' * ' * \ 

Me statistics do not distinguish between young graduates and 
ia)es. There are reasons for thinking that older, ^mature 
gfaduates^htTnave taken a full-tyne degree find it more difficult to get a Jbb 
than their young counterparts! Uj>per age* limits, explicit or implicit* still * 
exist in many employment sectors. Older graduates may have to be paid* 
more. The stigma^of Instability' may attach to them, if they JiaveShrowfi up • 
a previous job to stuci^. For the younger, mature student (say, in his late 
twentids), maturity is, however, a possible bonus. He, has^Jie work experience** 
anjl savoirAivre that young graduates, Svct*behind «the ears', will notlkave;/ 
>md he is still young enough to repjr^pent a good invest&en£for ax'ompany./ 
Per the part-tin\e mature? sfiJdent, the situation ii-xiffferenfag^in, and less . 
. risky. Such a" student wty eitSer have pevef 4eR his jd), or.-will be emerging * ' 
from a household role. In either case^quafificatioivfs likely to be-k definite \ 4 
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asset, in terms of promotion, or of getting into the job market'. , v 

A large question-mark; however, hangs oVer the trend erf general 
unemployment. Is the-current higfr figure of 2.5 million due to cyclical^ 
economic favors, -or is there, in addition, a long-term trend towards 
structural unemployment; caused by labour-saving technology, and competi- 
tion from low-wage developing countries? And if large-scale unemployment 
! is here to stay, will it increase demand for higher education-(either as £ hedge 
against unemployment, or as leisure-filter) or decrease it, as people, 
especially teenagers, go directly into jobs rathV than risk the uncertainties of 
higher jeducatioi}? , * » 

■ Whatever happens, part-time study would seem to benefit. The adult 
wh# gets a job as a fast priority can then try-to upgrade or re-orientate 
himself while still holding, on to the job. Greater leisure; through a reduced 
working week, also facilitates part-time study. Unemployed adults -can 
attend part-time courses (in the evening) and still qualify for benefit. (They 
may also be sent on full-tijne training courses!) Housewives can study 
part-time. The risks of full-time study would, by contrast, seem to increase. 
The ejghteen-^ear-old no longer has a guarantee of a job at the end of a 
degreecourse, and the knowledge of that fact is .perhaps spreading, even if 
the'figures are not getting worse. The* adult who givesup his job to study 
full-time is taking a major risk. 

j\s withuhe other factors we have analysed, it is difficult to assess the' 
impact of vocational trends. They may afTecjJhr^jjalance and structure of 
f higher^ducation, rather than its overall size, leaffiig to proportionately more 
parNtKne deipancj. Whatever happens to employment trends over the next 
decade, the individuaf adult is likelv above all 

uncertainty created by technological* economic and 'political change. In 
those cifcu instances, the i^tund reactlion perhaps is to hedge one's bets, and" 
to. s& higher education not as an alternative, but as ^complement to 
employment. v. . „ • * 

' ' ' 4 

Institutional ftiptors- % ' * < * 
Finally, in tfiis .analysis of the factojs which. affect jnature student demand, 
we must comment briefly on institutional factors: those aspects of higher 
education* institutions which seem likely \o have a direct influence on 
enrolments. Left, to themselves, institutions would have every reason to want . 
to attract more mature students in the 1980s/The polytechnics and colleges 
already have a tradition of mixed ag6 entry; but the'im'pending shbrtfalhof 
eighteen-year-olds fias also ebneentrated the mii^s of the universities 
Wonderfully in this direction. In thermindsof many lecturers, Model £w 
save tugher education from the* necessity of a painful contraction^ &i± 
mature students dre a key element in McSdel E. However, the sigitf are Sat 
insttoitions will pot be left to themselves. We apTpe^r to be entering a period 
^unprecedented* centralized control over higher Education: through an 
increasingly dirigistfe UOCf a new central body for finding PSHE;* and 
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beyond that (and even now), mechanisms fa* transbinary rationalization. * . 
This systemic centralization is likely to be paralleled by centralization within 

— institut i on s in the. face uf contraction. ; y^~ t — — ^ 

De»ite these general developments, there are signs that both PSHE and s 
the un^Prsities (somewhat tardily) are making deliberate efforts to attract t 
more mature students. Alternative admissions requirements already exist in " . 
most institutions, though UCCA figures show them to account for only a 
small minority of cases- as yet (pCCA 1980). These, combined with the „ 
flexibility of moSaiar credit schemes, open up many more routes into and " 
through higher education than existed previously. Jhe Toyne Report on 
educati aial credit ^transfer has recommended the formalization of this 

* process (Tpyne 1979). As yet, we are some way from giving admissions 
•points'Yor work experience, as the Swedes do, but the combination of some 

„ quaHfications.jand, some work experience seems likely to be increasingly 
, attractive** to admissions officers. (There is a ..considerably pool" of the 
'^mi-qualified', ie adults .who have ope-'A' level or several good *0' levels + - 

• and thus fail to meet the full degree admissions criteria, but wh6 nevertheless \ 

• have some evidence of academic achievement. It is perhaps such students, - \ 
_ratherthan_thejwfto/fy Unqualified^ who- will provide the main pod of mature 



. applicants.) Part-time degrees $re also beginning 'to proliferate. The 
universities, in particular, are beginning to learn some of the flexibility in 
modes of atteiidance-which has always existed ih FE. Before long, part-time ^ 
' degrees provided 6y one institution may begjn to compete with degrees 
offered by neighbouring institutions (and with the Open ^University) unless 
there are, load agreements, or centralized arrangements. Finally, curriculum 
policy is beginning to reflect, in small ways, a -desire to attract mature 
\ .students, with courses which are likely tp meet. the presumed subject needs 
■ and preferred' styles of teaching and assessment of adults. At this point, the 
line betweea higher and adult education is becoming increasingly blurred. 

# Instinctively perhaps, higher education institutions see student demand 
as a defence — perhaps^their only defence — against cuts. It is likely, 
< therefore, that whatever policy is imposed upon them, they will try to attract 
ai many applicants as possible, even if only to demonstrate unsatisfied 
demand. . We da not know what is going to happen to the APR among 
eighteen-year-olds; but fat many institutions* mature students'could be seen 
as, at the l?ast, an insurance policy, and* ideally, a relief column arriving at * 
the siege? . % 

• . # ^ 

Conclusions, 

It is difficult to assess the combined effect on mature student demand of all 
th^ factors we* have analysed. If the personal and institutional factors seem to 
pant most clearly to increased demand/ the occupational arid vocational 
j factors, are decidely ambiguous, and the jSqancial factors look negative. 
Some of the increased demand may affect non-advanced .further education 
rather than higher education, arid jjart- time rather than full-time courses* In 
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% v ?' ^ ^ ase » ^ cannot assume that either individuals or populations wilt go 
^ * J | thfough even the quasi-jational calculus. that we have attempted. Tn the final 
JscctiCSl. of tfus paper, we yviH cXdiTitffe the. role # of policy in ihe demand 
\ eqiSatim, Demand,,^ leastTor higher education, is not a whdlly manfoulable . 
or everfi ^lirable^phehomenori? that fs the policy fjjlacy. However; policy 
can do something to stimulate or damp down demand. Demand is also not 
purely a 'nafujral? phenomenon, which one can only observe; it is partly an 
artefact. V£ * 
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DEMAND, POLICY AND PROVISION 
The general arguments for allowing adults ^cess to post-school 
are well known, and do not need elaborating here. They fall under three 
broad headings: socio-economic; developmental; and institutional. First the 
socio-economic argument stresses^the need for adults to adapt to, 'or better, 
control, social and technological change. There is a narrpwer (vocational) 
and broader (socio-cultural) version of this argument. Secondly, develop- 
mental argumentedepend on the notion that individuals' cognitive, affective 
(and , to a lesser Extent psycho-motor)' development continues, or should 
continue, throughout ±e life-span. Adults do not suddenly stbp developing 
when <#mpulsory scheming ends. Nor do their capacities necessarily decline * 
in quite the straightforward manner once l?elieved t by some psychologists, 
such as Wechsler (1958), They may indeed deveiop new capacities and 
motivations as fife goes on: aclult capacities seem partly to reflect the 
opportunities given tp-use them (Labouvie-Vief 1977). Thirdly, adults need 
continuing aqjess to education after school because the schobl system is an 
imperfect processor, of human abilities/ At th^post basic level, tins means 
providing'remedial literacy and numeracy classes, but the argument applies 
. at every level above that as welt, where a person may have faifcd to do himself 
or herself justice >' far whatever refcson, while at school,*And there is no 
immediate prospect that the school system, or the 16-21 provision that • 
follows it, will attain a state of perfect efficiency There are thus powerful ^nd 
permanent arguments for provftiing adults 'with continuing access to 
educational and training opportunities throughout their lives. Some, though 
by no means all of those oppdrtimities will^be at an advanced level, ie in 
* higher education. « 

When we consider mature entry to higher education, th$se three general 
a?fcwnents translate into rather more pd different types of courses. The 
notion that there is such a thing as the mature student' or. -^mature student' . 
provision' is too simplistic. It is possible to idefttify at least seven main types 
of courses to which adults ftiay need access, and wedo so below, commenting 
briefly on e^chaype. 

Type I: Full-time decrees- • *~ v 

• The number of students aged twenty-onp to twenty-five at entry 

studying- degree or degree-level gourses on a full-time basis* could " 
'probjably be increased by altering, grant regulations and admissions 
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requirements. Beyond that age^ family and financial responsibilities are 
likely to iftake entry more difficult, though not impossible, especially 
where there is a second income. Such students would presumably not be 
restricted as to what they could study, any more/ than other 
undergraduates are. * 
Type II: Part-time degrees* 

Both thd Open University and ? increasingly, other "universities, 
polytechnics and colleges offer part-time degrees. Age and cost are less 
of a restriction in part-time study; distance, however, makes it more 
difficult to study subjects with a good deal of practical or laboratory 
work involved; and there is always tfie question of stamina. 
Type III: Part-time AFE qualifications q 

Such qualifications are obtained after a, number of years of ^art- 
time study, rising through various levels, and may reach Pass degree cm* 
near-degreifctandard. Students tend to be in their twenties, rather than 
older, having begun the 'climb' in their late teen/. The courses are 
typically vocational, and well-establishedjn AFE provision. 
Type IV: One-year full-time vocational, courses \ 

Such courses are likely to attract adults who nepd to train or-re- 
train themselves for a job, and who want lx> do so as quickly and 
intensively as ^possibk^ome high-level TOPS courses fall under this 
heading, and theyare^>robably more common in PSHE^than in the 
uniyersities. Admissl&ns requirements vary a good deal, but canjbe quite 
strict. On the«other hand, such students often have strong qualifications 
and experience behind them. * \ 
Type V:- One-year part-time noo-voca&mal courses 

Staine Open University associated qjudent courses fall into this 
brack^t/Such ccurse$*attract adults who rait to engage in some serious 
study, Btatflpt too much, leading to a '(/edit', which they may ©Tmay 
irt* see as ar step towards a degree, ^ry qualifications are typically 
flexible or 'open'. « » • ■ v 
Type VI: N^pertificated vocational short courses 

Refresher or updating courses for professional and skilled 
personnel lasting anything from a weekend to several months. Many 
\such courses would be provided in-house' by v companies and 
organisation^ but some would be contracted out to, or arranged by, 
, educational institutions. However, they are more likely to come unde^ 
the heading of continuing educafton than of higher education^, ^ 
Type VII: Non-certificated non-vocational short courses 

Many, but not all, liberal 4 adult education courses come und^r this 
.heading. They deliberately eschew 'examinations and qualifications, and 
may last up to a year (or longer), though with only two hours contact per 
v<eek! They can be seen as an end in themselves, or as a stepping-stone 
to more sustained study, and are typically in the domain of the arts and 
social sciences. . * . 4 
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No classification like the sfbove is entirely satisfactory; educational provis£h , 
especiallyjfost-school, has grown like Topsy in the past, and does* not fall" 
intotoeat categories. The distinction between vocational and noivvocational 
cour$es is not watertight, sin£e different students can use the same course for 
different purposes. And the plethora of AEE courses and qualifications,* 
though increasingly streamlined by BEC and TEC, is still very difficult to 
categorize. Interestingly, the DipHE falls into Jjb category, and this tends to* 
reflect the author's view that in a country where degrees typically take three , 
years Toget, a twctyear qualification is not viable: students will usually go on 
to the third year while ttyejare at it. 

If we see an increased vocational emphasis in the 1980s, this woulcDeac^ 
■ , to an increase in Type III, Type IV, and Type VI courses, ^perhaps at the_ 
% expense of contractibn or*at least non-expan$ion of other types. Type III 
• courses are already an integral part of AFE, and many Type VI cexfrses lie 
\ outside the formal educational system altogether. The scope for Type IV 
courses — one-year, fuli-time vocational — as a means of retraining adults m 
mid-career or mid-life could perhaps be explored further. Suc,h courses areln 
sQme^ways the antithesis" of OU provision: intensive, strictly ^vocational, 

non-modular. ^Adults_who need retraining may well put up with a lot of 

inconvenience (eg living away from home) and make a/ lot of effort if they 
. know it is only for one year at most. 

f * If Type I.V courses point to a possjjrie response to adult unemployment, 
Type V courses may bexelevant to tinder-employment — either through a 
J statutorily shcfcjtened working week, work-sharing, or generally increased 
* * leisure. The steady rise in OU associated student enrolments is worth bearing 
in mind in this connection; as are the Toyne* repoijt propMpsals for the . 
4 facilitation of credit transfer, and the general growth of modular ^credit 
'structures. • ■ \ ■ *. , . 

. It may appear that we are under-emphasizing degree courses, and this is 
correct. While degrees are the core of higher education for .those who work in 
.the system, they may not occupy quite such a key position for mature 
students.* Taken full-ti^ne they demand a considerable 1 commitment "in 
money; taken part-time a considerable commitment in years; and either way, 
a major investment of effort; any of which the mature entrant, with bis or her 
° roijfel Elc res ponsibilities, will think hard about. 
V/ fe< *^«\ ) * * i 

Planned Stimulation oj [Demand * * 

How can demand Tor the above types of courses be stimulated? How* far is 
, demand finder poUcy control at all? Again, it is difficult to generalise, since 
conditions varyiiteach case. The main obstacle to demand may differ from 
course**© course; in one .case it may be money, in andher time, in another 
4 distance,, in, another admissions regulations. It is more sensible for tl\e 
v organizers -of each type of provision to ask .the question: what discpurages 
'• mature students frorfi applying? than it is for us to pose such a question 
generally. Indeed the question should be broken down further, distinguish- 
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ing between types of students: men, women; adults in their twenties, thirties 
didder; urban, suburban, or'i-ural aduits; middle-class, or workiftg-class 
adults. Over and above such specific questions, however, a few general 
points can be made'. 

* . * First,»a more generous financial policy*— either through student grants, 
loan schemes, paid educational leave, or control of fees — would obviously 
make the costs and risks of mature entry more generally tolerable. Secondly, 
# ^ the use of flexible admissions requirements, and modular credit schemes 

• which permit *both interruption and transfer of study, would Jbenefit adult 
'students in particular. Thirdly, facilities for part-time and/or distance study 
would*overcome obstacles for those who are tied to employment either at 
.work or>ih the home. Fourthly, more publicity about opportunities for 
mature students should increase inquiries r if not always enrolments. Fifthly, 
the actufd content, teaching and assessmeiiTof courses can be modified to 

/ suit adult nee^s, whether in the forAi of 'Return to Study' orientation 
courses, special ogtions for mature student^ or modes of assessment more 
suited to people who may not have done examinations* for a long time. 
(Obviously, dual standards Have to be avoided here.) 
' s Beyond such measures, sane of which lie within the competence of 
individual institutions, others of which necessitate government initiatives, 

'.there are perhaps two other points worth raising. The first is ttarneed for 
adequate information and guidance for intending stydents. Typically^ each 
institution providcs^B^^aticm only about itself, and the rapid growth of 
crpss-inslituticmal'gOTance services for adults points to a need here.lAt* 
present, there aria some twenty such services, most-of them operating on a 
v shoe-string. It is essential that adults are enrolled not just on any course,1)ut 
' *cm a$ appropriate cdUrse; the costs of a bad choice can be high. Guidance 
services cauld pro^de not only at comprehensive picture of all post-school 
provision (higher, further and adult education) but could also provide . 
objective guidance at a time when institutions might be above all concerned 

» with numbers* • — ' * " 

Secondly ,'aniTrelated to, this ,^ might be useful to allow adults to take 
aptitude or. otBer tests related to «try, if they so desire. The problem with 
mature entry is often one of evidence, and such tests can provide one form xrf 
evidence, not only for admissions tutors, but for applicants themseJMjf; 
Despite the general aversion to testing in this country, it is wqfth noting tnat 
it is widefy. used on entry to higher education in thejuSA, and that one 
guidance service fpr adults in this country (Belfast EOSA) uses suck tests 
regularly, on a voluntary basis. For someone who has rtet gone through *th& 
normal hoops ^of *0* and 'A* levels, or who has been) away *from formal 
fc \ education for a long time, such tests can provide useful information to' weigh 
in the pverall decision whether to apply ex* not. * \ 

Policy and Provision v i , 

However, a major, question-mark hangs over the whole of the .preceding 
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'discission, in the form of doubts .about government policy' on higher 
education, including mature entry to higher education. The impending cuts 
in Higher education expenditure are a result not of an education&ljxdicy, but 
of an economic jx>licy applied to higher education. Tlfe pohfy may be 
rationalized in educational terms (eg over-expansion; graduate unemploy- 
ment), but there seems nodoubt that the basic reason for the cutbacks is the 
belief that Jhe country cannot afford the services that it has. v 

It is our view that these cuts in expenditure are likely to be implemented 
and to be translated intocuts in provision. Any general cut in provision, with 

# its attendant publicity, is likely to damp down potential mature demand, and 
thus counteract some of the expansionary factors discussed earlier. This is 
not a foolproof prediction, but if people are generally aware that higher 
education i? being cut back, they may hesitate to apply for it, esj^cially in 
marginal icases. Secondly, the cuts-are-likelynoinstitute a formal hierarchy 
(or triage) within the system, thus making the system more rigid and perhaps 
less responsive to mature students' needs. Thirdly, the process of 
implementing the cuts will lead to unprecedented centralization of control, 

% both at system* and institutional level. This is subjfect to the 5 * Hayekian 
criticism that, in higher 'education' especially, the centre cannot know the 
system well enough' to make sensible/ decisions; again there may be 
i unfortunate implications for mature students v- — . U'/ 
There ^re signs, however, of an edticational-p olicy for hig her 
even if it is currently being overwhelmed by the economic policy. This seems 
. to contain the following elements": / * # 4 

, 1 * 'A greater emphasis on the/Vocational and professional relevance of ' 
, t studies; snitttempt to relate, higher education ^more closely to 
* working life, / 

< - 2 An arcceptance of the heed for continuing education in relation to 

m technological change, coupled with^an unwillingness among 

governments and «mployers*td>pay for *it. f * ' 

4 3 A greater emphasis (m nra-ja^vanced education and training 
* perhaps at the expeftse of HE. 
'4 'A general emphasis on cost-effectiveness in all post-school • 
. education, to be achieved in whatever way po&ible. 

What dqsuch jK>Iicies portend for mature entrants to higher education?. 
. 1 The man effects Would appear to be a greater, emphasis on vocational'. 
y courses far mature students (because of their economic relevance) and 
V> (possibly) on part-time courses (because they t are cheaper). Part-time studies 
could presumably develop in all types 9f institutions, buf the vocational 
: courses might be concentrated in non-advanced and advanced FE. Indeed, 

* Rhodes^oyson is on record as saying that PSHE is better suited to vocational 
% re-training than the universities iUniversities Challenged BBC JV 2, 1 May 

' 1981). J^e. have already seen that PSHE has achieved both a njuch greater^ 
proportion of mature, students, and a much greater VeceiU increased them, , 
I than the umversj titt. Jtmay_Jb>e* therefore, that mature entry will^gttLas 




4 



174 ACCESS TO HIQHER EDUCATION „ 

one of th? defining features of PSHE, but not of the universities. 

A general growth in part-time studies has much to recommend it. As 
advocates of recurrent education have not been slow to point out, there are 
good economic, social and educational arguments for moving towards an 
alternating pattern of post-school studies; the main problem is the cost. 
However, there are two groups for whom *a greater emphasis on full-time 
study might be apposite. First, those aged between twenty-one and twenty- 
five. Entry (to the universities at least) from this age group is currently low; 
yet they are in many ways in a good position" to benefit from higher 
,\ t education, having had some work experience, but having not yet taken Qn the 
financial and famffy responsibilities which tend to^accumulate in ihe late 
twenties. Such students might >vell show a greater sense of direction than 
some eighteen-year-olds, jbut they have not been away from formal education 
for so long that they find returning to study too difficult. 

Secondly, there are those who .need rapid, intensive retraining in 
mid-career, perhaps becaflse of redundancy. Part-time courses are too long 
.drawn out far |bch*tOTerfts: they need course^ that are short, concefttrated, 
and well targeted/ They therefore ne&l full-time support while 'they afe • 
studying, .which can be justified cm the economic grounds that they will be 

* returning to productive roles sooner than otherwise, and contributing once 
m more to the national wealth. * . - * , s , , . „ 

Ihe^otheE-aspe c t of po l i c y » — greaterweationat emphasis -r js more 

problematic. There are powerfiri reasons in favour of it. It was illogical of the 
Robbins Committee to list four functions of higher education (including a 
vocational one) ancl then to go on to plan almost wholly qn the basis of 
student Eights'. Higher educatKHHias an irreduciBle plurality of functims: 
over-emphaSis on any one of them leads ;to imbalance, afld consequent 
damaging swings of emphasis. On the whole, I agree with the Argument that 
theiiniversities have beenparfof, and helped to maintain, an antirindustrial, 

# anti-technology ethos which is at marke£ variance with the economic needs 
of 'the country, and thus may well have contributed to the UK-V economic 

- decline. ' ' * 1 

CONCLUSION f ' v 

One's perception of the major issues and concerns in higher education during 
. the next deedde will tend to colour one's view of mature students. If one is * 
concerned above all*with the size of the system — numbers, demand, the 
problems of expansion or contraction — then olte is lilcely to be interested 
% above all .in the trends in mature entry, , whether these are increasing- <w 
' decreasing, and what might be done either tp stimulate or depress demand. 
Maturd students thus come-to be seen primarily against the b^ckirop of a 
falling eighteen-year-old intake. * 

If one is more coricerned with the type oc nature Of the systemjthen one 
will perhaps see the enrolment of mature students* as evidence of a greater 
9 ^ vers ^y ° r plurality in higher education: a diversity of students which may; 
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in turn, lead to a greater diversity of courses, course structures, teaching 
methods, types of assessment, and modes of attendance. Implicit in this view 
is the interesting question: how far do the students adapt to the institution; 
and how far do the institutions adapt, to the students? Much of the latter 
adaptation is of a very practical and pragmatic kind: changes in timetabling, 
in- library hours, provision of crtche facilities, and so cm. But at a more 
fundamental level; one can surmise that higher education might become or 
have to become more responsive to market pressures than it was in the days 
of a carefully-selefeted, assured eighteen-year-old intake. Market pressures, 
hoover, have theiri c&mgers as well, as the United* States 'experience shows 

__(Chapter 3), „ V ^ - . - ' 

— Finally, if one bfelieves that the main problem facing higher education in 
the* 1980s is that of finding a successor to the Robbins principle, mature 
students will raise questions about the relationship between higher education 0 
and recurrent/continuing education. After a long succession of false dawns. 

♦ the idea that education should have a lifelong dimension now seems to have • 
arrival, in both public and policy circles. Yet there are hard questions to be 
as1?fd, not only about priorities but about finance, and about^some of the 
wilder claims made by advocates of recurrent education. If one might hazard 
a guess, it is that giving higher education a lifelong dimension might in the - 
end steady up the system, not only demographically (avoiding a purely cross- 

sectioned- intake)_buLalso m terms of aims, by avoidiiig-txcessive swings;,of " 

emphasis and priority. Recurrent educatkaHmplies the recognition of a- 
permanent- and irreducible plurality of educational aimtf; a permanent* " 

£ conflict mocfel which can ne ver allow any one principle or function^ to 

v dominate; completely. ;/', 
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1 POSTGRADUATE STUDY 
by Ernest Rudd 



INTRODUCTION^ Oliver Fulton 

It is extremely difficult to write in general terms about the demand for and 
access to postgraduate study, since postgraduate courses are now so varied. 
They range from the traditional research for a doctorate in the sciences to 
short courses of training or retraining for vocational purposes. Ernest Rudd's 
chapter gives some indication of .the wide range of types of course called 
'postgraduate'. It may once have been possible to think of a distinction 
between -postgraduate work as providing specialized training for highly 
selective professions and undergraduate courses as providing general and 
non-vocational education, but even this apparently clear demarcation is a 
thing of the past (if it was ever valid). Many postgraduate courses provide 
general education of a sort also obtainable at undergraduate level; many 
undergraduate courses are highly specialized. The boundaries are often 
arbitrary, and have more to do with the accidents of historical tradition or 
the amount of knowledge that can be communicated in three years than with 
the level' or 'standard' of teaching or the modes of study. The results of this 
multiplicity are frequent confusion and discissions at cross purposes about 
the policy issues. ^ • 

However, two general points can be made. The first is that if there is no 
clear distinction between undergraduate and postgraduate courses, then 
policies for postgraduate studgjshoiitd not automatically be different from 
these for first degrees. If we accept that demand is an appropriate planning 
criterion for undergraduate places, we should not rule it out across the board 
in principle for postgraduate places. If it is desirable for the state to subsidize 

- undergraduate higher education, there Js nothing in the nature of 
postgraduate bourses. which decrees that they should necessgrily be funded 
differently. In both cafes,' equity (between subject* with different traditions, 
for example) ma$*well deniand that the principles should be the same. The 
second point is more obvious: is . Quite unRkely that policies can be devised 

Jor application ' to postgraduate education as a whole. The costs albnejrfl 
providing postgraduate plaa&fiave such a wide range, that it probably does 
not make sense t&aim eyerifor uniform priciftg policies, let alone for uniform 
criteria for provision/ for selection and so on. It is essential to disaggregate 
postgraduate courses. 

Once we do so, then in a sense (arid* fortunately, given the space 
available h?re) the problem of postgraduate study disappears. Research 
degrees? for example, become* largely a matter of research policy, h is 
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perfectly sensible that the Research Councils are responsible for distributing 
government jund? to research students and to research projects: the chief 
importance' of postgraduate research in many subjects (in the sciences, for 
' example) is s to secure the future supply of research workers (or even thp 
present supply where students immediately join in collaborative research 
with their supervisors). There are still difficult problems — in determining 
the size of the cake for individual subjects, for example — but these are 
problems, of science policy, not of the supply of courses. 

Similarly, much of postgraduate coursework '& better regarded as 
continuing or recurrent education. It is here that the nominal level 9 i? t of 
least significance; there is often little difference in content or in difficulty 
between a nominally postgraduate course provided as training or retraining 
$ for those with a first degree earned Some years earlier and an undergraduate 
* course provided for those about to graduate and start their first job in the 
same profession. Here again, therefore, the problem of finding a policy for 
postgraduates disappears, to be replaced by policy for recurrent education. 
One can perform similar conjuring tricks foe other types of course — and, • 
indeed, at a much greater level of specificity. 

However, the most difficult issue is finance. There is evidence that there 
is unsatisfied demand; perhaps considerable, for postgraduate education. As 
Ernest Rudd shows, a reduction in numbers of grants has been "associated 
with a reduction in number* of full-time students; but the demand seems 
insensitive to the low or negative rate of return to postgraduate study. There 
may be good policy reasons for partly discounting the results of rate of return 
studies; employers could well be misguided in their assessment of the value of 
postgraduates. But if we were to ^decide to respond as far as possible to 
demand, there must still presumably come a point when > the strong intrinsic 
interest of students in pursuing their chosen subject further ceases to be 
something which the statzshould support even at a minimal level. As Rudd 
concludes, there is nothing in any of the usual arguments to tell us when that 
#oint\$ reached. > - 

t ifie answer suggested in Chapter 1 is that as far as individual students 
are concerned thqt point, would be reached well before me beginning of 
postgraduate study. Four years of post-16 education will not enable many 
people to reach postgraduate level. If so, subsidies bill need to ^e provided 
not on social dkteria, but on the basis of science, manpower o* general 
economic grounds. 4 

A final Mite different 9 reflection is that the present custom is for statet 
subsidies to graduate students To consist of full-time grants, fee subsidies, or 
combination of both. However, we may here be less imaginative than we 
might. Theory large number of part-time graduate students {who do not 
appear sharply different in kind from their full-time contemporaries) 
suggests that this is- a mode which might be exploited further. Part-time fee 
levels htnk of courfe been kept % lowasa matter of policy. However, it might in 
many capes be possibly to improve the efficiency of part-time teaching *if 
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students had more time tp spend on the course. A grant in lieu of\a fraction 
of salary {paid either to the student or to the employer) might produce a 
better result Jn /lumbers of completed degrees than the policy of 
concentrating grants on full-time students. f 

There might be other ways of encouraging patt-timf study. For % 
example, thtre'is little or no* chance of distance learning on postgraduate 
courses. Even the Open University has found it necessary to provide 
residenttal courses for postgraduates. However, although not all types of 
course would lend themselves to distance learning, some could. In addition, 
'despite their obvious qualification, we use postgraduates for teaching far less 
than do some other countries, such as the United States. At a time of 
apparent oversupply of teaching staffithis suggestion may not be popular 
vkth the academic profession; but it is a method of Subsidizing postgraduates 
with much to commefid it. \ 

MM AND FOR AND ACCESS TO POSTGRADUATE STUDY 
At undergraduate level virtually all full-time- home students can obtain a 
grant for full-time study. Thus^ their numbers are largely determined by the 
extent to which potential students want to enter higher education, and the 
ability and willingness of the universities, polytechnics and other colleges to 
take them. At graduate* level there is a third determinant the availability ( 
oHinanc?. \ - „ , • 

In Britain' the main sources of finance^ of full-time graduate* students 
have Jjeen (a) grants from central and local government (including the 
Research Councils), (b) grants from other sources, (c) salary as an employee 
•doing research th^t will be used for a thesis, (<j) salary from an employer who 
seconds the studpnt for study, and (e) family or savings. In recent years 
government studentships have grown in -importance and. they now support 
roughly two-third^ okfyome full-time graduate students. 

Studentships — and indeed admission to research degrees — are in 
general available <ortly to graduates (and holders of comparable qualifica- 
tions) who have achieved 'good* degrees — first class* or upper second class 
Honours . It is this which gives graduate study its specialAnportance. It takes 
a substantial proportion of our best graduates. TheytfeTthe 61ite of an 61ite/ 

Most full-time students studying for higher degrees are in the 
universities; in 1977 there were 36,800 there compared with 2,300 in further 
education, who were almost entirely in the polytechnics (1,400 in 
polytechnics were working for universities' higher degrees, so there may have 
1>eensome double counting). Mostpf the issues relating to these studehts are 
the same, regardless of whether they are In a university or a polytechnic, so 
both groups afejdiscussed together. . * ^ 
- » ' » , V 

♦For variojis reasons I exclude students, on postgraduate teacher training 
courses from the coverage of this chapter, although it js not always possible 
to do so frofn the statistics. / • 

ids •". 
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There are many other graduate students, but for some of the other 
groups, the numbers are lacking or inexact. The universities had 12,000 
students on fulI-tiide non-decree postgraduate courses lasting at least a year, 
of whom about half were studying for a school-teacher's qualification. They 
also had 23,400 part-time graduate students on courses lasting at least a 
year, of whan 19,d00^re working' for higher* degrees (the residue here 
includes a very small number of full-time students on courses lasting less 
than a year but more than a term). There are no comparable data for the 
polytechnics. " 

There are also substantial but unknown numbers of students attending 
shorter courses of postgraduate study, full-time or part-time, at universities 
v jot polytechnics. Some recent studies I have made (not yet*published) to aid a 
policy review by- the SRC (now thtf Science and Engineering Research 
Council) give a substantial amount of information about such students 
wittiin the SERCs field.* m 

For part-time and short-course study too I shall discuss the problems 
affecting the universities and the polytechnic} together. x ■ 

FULL-TIME STUDY ' 

Over half the full-time graduate students in the universities (excluding those 
in teacher training) -are working for research' degrees, and a third are 
following taught courses leading to higher degrees. Many of the remainder 
J are working for higher diplomas or certificates, especially !h social work. 
/ However, the division between research and courses is not sharp, and indeed 
many advanced course students give as a reason for studying that they felt 
drawn to research. Research students are increasingly required to attend 
lecture* courses; and in virtually alf taught courses the students complete* 
small pieces of research. The difference is partly of emphasis but more of 
length. Generally one year of postgraduate study is a course; two years or 
more are research. s r 

Similar data for tfce polytechnics are not available. 

The period of the most rapid expansion of studentships began in* 1957 
* and % the effect of this on the pumbers of full-time graduate Students can be * 
traced in Table 6.1. By l9<fMhey bad increased threefold since ;i957, while ^ 
other full-time students had only doubled in number. .Since 1938 the 
graduates had increased tenfold, the others three anti a half times. The atfS' . 
in government expenditure of the .early 1970s severely affected the research * 
— * * 

* *These surveys'were of /a) all part-time courses and short full-time courses 
On the SRC's field)' in universities and polytechnics, and (b) part-time 
advanced course and research students; related studies were of (c) part-tijne 
courses at Brunei University, their students and their employers J by Wendy 
Keys, and (d) a general sample of industrial employers, by Anne Izatt and 
David Parsons of the Institute of Manpower Studies. It is hoped that all four 
studies will be ^published together. 
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councils, and, fer the first time since 1957, the number of their new awards 
fell slightly. ^ince then the numbers of studentships' have fluctuated a littl$ 
ffamyear to year according to the vicissitudes of government funding. On the 
whole, research council awards in the sciences and social sciences have shown 
a downward trend, from a^Se&k of 6,7Q0 new awards in 1971, 1972 and 1973 
to 5,800 jn 1979, and th&e of the DES, in the jjrts, an upward trend, from 
1,600 to 2,100 new aWards (for England and Wales) in the same period. 

TABLE 6.1 ; i ' ^ ] ^ ^ 
Numbers of full-time hpme and overseas graduate s.tudents in universities in 
Great Britain compared with numbers of awards for postgraduate study 
f made bjUhe research Councils and the Ministry.of Education/Department of 
Education and Science (Thousands) 

> Awards^ New • ' All All, . 



students*^ home _ overseas (excluding 
• • ' students w students*"* * education 
. • st udents) 



AU<students 



New ''Current 



1938 



3,0 



1950 - : - * - * fco 

1957 1.1 '1.8 - 10i w 

1960 1.7 3^ - - - 13 . 6 ^> 

1965 4.0 7.8 '* - , 20.2 * S.2 23.2 

1966 4.5 8.8 - ,22.9 ' $1 , * 26.2 

1967 5.0 9.8 20.7 .26.2 ' 8.8 . 31.5 « 

1968 5i J.6 21.7>, ' 28.6 9.1> 30.9 

1969 1.3r {0) 12.9 w 22.4; 2*4 . ' . 9.8 " ■ 32.0 

1970 8.2 14.6, 24.1 31.3 10.8 34.5 

1971 8.3 , * 14.9 , 28.0 32.7 K 11.8 36.6 

1972 8.4 15.3 • 27.9 * 33.0 * 13.1 38.0 

1973 8.4 ' 15.6 28.8 32.2 14.6 > '38.5 v 
19?4 8.3 15.5 29.4 ' 31.8* 16.0 • 39 4 

1975 8.0 » 15.6 30.7 12.6 112 41-.0 

1976 8.2 fc.7 30.8 32.3 18.0 42 0 

1977 8.6 T6.1 . -29.6 30.8 18.1 40.6 

1978 8.6 . 16.5 ' 29.9 30.7 18.5 — - •* 41.0 

1979 7.9 16.1 \ • -29.3 30.2 . 17.5 . 1 39.4- 
* * 

^a) Does not include a small number of awards given by other government departments 

principally the Scottish Education Department, or, up to 1968, by LEAs 1 * 

(b) Including students in education departments > H * ,1 

(c) In 1969-the DES and^SRC? tipolc over responsibility for certain-awards previous^ made 
by LEAs 

- = not available • * * V 



1 Source ' - 

Statbtics of Education Vol. 6. UGC annual reports. Research Council 
reports. Unpublished tabulations. ^ * • " v 
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Correspondingly the nuinbets of full-time home graduate students in the 
umversmes have been going down, even though the numbers of first degrees 
awarded to home students have been,rising. This means' home students', 
opportunities for full-ume postgraduate<study have been reduced ,' 
The number of overseas students in themniversities, as Table6.1 shows 

- £f "l en ! nost ' ra P ,dl y since the increase in home students' numbers ended' 

• J** ? e a ^fde 1968-78 they doubled in number. But this upward trend has 
twice been reversed — the first time temporarily- by rises in fees - in'1967 
and^again in 1979. r . 

• - Altogether the number of graduate students in the universities — home 
aand overseas — reached a peak in 1976 and has since slightly declined 
J . • The complexities of the systems of departmental quotas by which most 
studentships are allocked make it difficult to disco^r how much unsatisfied 
demand 1 there has been for full-time, postgraduate study. On the whole, the 
"Jfonnation available suggests that, at any tinfc since 1945, except in two 
areas, if there had^been more studentships there would have been more 
students. The two areas in which in mos<, but/iot all, years there have been 

• ?T Jto^hips-have been advanced (taught) courses in science and ■ 
technology and the schemes developed to encourage scientists to do ' 

- .industrial research The number of advanced course studentships awarded in ' 
science and technology rose to nearly 1,900 in 197f and has since fallen to a 
little over 1,600 in 1979. This fall does riot seem to have resulted from a 

.• shortage of awards. ' * • 

' ' .. Table 62 shows the distribudon of university" students between the main 
subject groups and forms ofstudy. In scierice (in 1979) over four times as 

" v • £2! u Y 0 *^ 8 f0r rescarch d^ees as were foUowing courses. 

In other fields the balance was less h,eavily tilted -towards research - in arts 

• subjects and-m engineering and technology there were about one and a half ° 
' St " ^ for °n eS advanced course student; while in social, 

administrative and business- studies the balance was' reversed, there being 
almost two advanced course students for every one doing research. 

Womefrand working-class postgraduate students. 
Fewer women .than men enter .full-time postgraduate sihdy, although the 
" **2>*** S» ,ncrcascd substantially in recent years. In universities, women 
constituted 35 per cent of aU full-time postgraduates in 1979, compared with 

' 'l 1 ^? 1977 ^^ 26 P^"* of part-time students, 

compared with 14 ptfr cent in 1966. Comparable figures for* full-time 
. undergraduates are 39 per cent for 1979 and 29 per cent for 4966. In other 

words, not only are there fewer women than men in postgraduate study but " 
; - women graduates are still somewhat less.Ijkely than men graduates to go on 
to postgraduate work. Some explanations of the difference aw clear. Women 
are less likely than men to gain first class' Hbnoufs degrees. They are less 
ukely to "graduate in^science or engineeWng, wfiere-'a higheX proportion of 

. graduates than in the arts caitiniie .their studies, and where a higher 
O ' - . .. . 
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TABLE 6.2 

Graduate students in universities: 
(Percentages) 



by subject group and type of study: men and women: Great Britain (1977) 



Full-time 

Mm • . 

, Research for degree or 
qualification 
Degree courses - 
Other courses (incl. 
teacher training) 
Women 
Research for degree or 

qualificsjipk 
Degree courses 
Other courses 
Part-time 

Men , 
. Research for degree • . 
Other research 
Degree courses 
Other postgraduate 
Women* I 
Research for degree 
Other research. 
Degree courses 
Other postgraduate * 



Education Medical- Engineering 

subjects and. 
, technology 



Science 



38.9 
35.9 

123* 
S.Z 
45.0 
59.7 



Social Arts 
studies 



Other - 
subjects 



13 




40.3 


< 

15.2 


12.7 


dfc«3.9 


7.6 
50:3 


4.1 
9.1. 


23.2 
5.1 


17.5 
J.0 • 


31.1 
19.7 


"9.0 
5.7 


7.5' 
' 7.1 

f 


.3.2 


11.1 


. 4.7 • 

* 


32.3 


19.6 


i 

24.7 


. 4,3 


12.2 
62.1 


' • 7.1 
4.1 


. 5.1 
0.1 

. ) 


12.0 
• 0.1 . 


35.0 
21.5 


20.6' 
5.2 


8.0 
' '5.1 


9.9 
5.9 


7.7 
■«* 24.1 , 


. 13.0 
10.2 


21.0' 
17.0 


21.7 
17.7 


22.5 
20.6 


•> 

'4.1 

43- 



4.5 
27.5 

10.0 
28.4 
8.7> 
16.6 



133 
'9.8 

2.2. 
1.1, 
1.1 
1.4 
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16.2 . 
6.7 

J6.2 
14.8 
12.4 
tf.O 



19.4* 
5;0 



4.7. 
23 



20.8 34.5 . 

14.4 32.8 

•16.1 ti.l 

6.1 5.2. 



1.8 

■5.2 

4.0 
33 
2.7 
5.0 



N = 
100% 



18,818 

9,769 
6,727 



5,190 

3,024 
5343 



9,745 
~" 693 
4^85 
2307 

3,095 
271 
1,535 
1,210 



- > 

8 
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X 
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proportion of those that do continue do reseaarch^ather than fctflow taught ; 
courses: These /actors do hot, however, explain the whole <f the difference.lt 
seems tharthose influences that result 'in fewer women than men entering 
higher education at all are at work to a-snjall extent here too. There are 
plenty of hypotheses for what these .ar£, but littje hard. data. 

The Robbins Report (and others) mentioned Jhat the general tendency 
for working-class youngsters* to drop out of education is reversed at 
postgraduate level, in that a higher percentage of graduate students than of 
undergraduates are from working-class families. Our 1966 data, with that of 
" Kelsall et al., showed that this was the result of the higher proportion of arts 
siudents and wdmen students whocaipe from middle-classhomes (compared 
With students in science and engineering and men students) coupled with the 
relatively low percentages of arts students and women students going into 
graduate study. Once these factors had;been allowed for, the proportion of 
working-class students continuing their studies was tfie same as that of the 
middle-class students (Rudd 1975, pp.37-39). 

. * " . V . • ' > ' . 

PART-TIME STUD Y % ' . ' . . * , " ' * ^ 

Part-time study (other 'than with the OU) is far ^mwe instant at* graduate 
. than at undergraduate level; iir 1979 4 there were 4000 part-tifhe under- * 
graduates* i^ the universities and £5,900 part-time graduate Students' 
, (on forms of stuUy lasting a year or more). It has a long history/ hut serious- 
defects in* the statistics make it inadvisable to try to compare the growth of ' 
full-time and part-time study before th£ present 'definition was adopted in 
1972. Fronrthen to 1979 the numj?er,of part-time^aduat^ students in 
. universities increased by a third whereas home-full-tim? students fell by a ' 
tenth. — * 9 9 \ * . / » , 

Our recent surveys of t part-time postgraduate study in science and*' 
technolpgy (referred to above) found very rodghly twice as mjyiy students ill 
the universities, as in the;polytechnics. For part-tjme students, proximity to 
their place of work and home is cue of the most important considerations in s 
deciding where to study, so they s*re heavijy concentrated in* those universities 

* and polytechnics that are in large towns. '* * i 
y 0 ' Wejound that more of the polytechnic students than of,those in the, 
university were following courses- rather than doing research. Most of the 
polytechnic courses were for part-time students 6hly> whereas the universities 
generally provideq for part-tintf study withig a course that was primarily for 
full-time students* T^e completion rate for the part-time students op courses 
m the universities was higher than in the polytechnics, though whether this 

+ was due to the difference in the form of course provided or to other factors it 
is impossible to tell. 

This study andthe earlier study of part-time students (Rudd 1975, Ch.9) 
have shown that, although many of them have deliberately chosen to tfudy 

ipart-ti/ne, preferring this to full-time, study, many others would have 
•preferred to be full-time students but could not gain grants. It is tempting, 
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therefore, to explain recent growth as resulting from the reduction in 'grants 
*for, and increase in the expen$e of, full-time postgraduate^study.. However, to 
be sure oflhis we would need toknow more afeout the reasons for the growth 
of part-time study in earlier periods. • • 

> Relatively few part-time graduate students persevere long enough to 
gain a higher degree (Ruddarid Hatch 1968, Ch.2). Where they do, and 
often too where they do,not, th$ costjn money, effort, loss of family ljfe and 
lejjsure, and in many other ways,\is considerable. 

The subject groups of the university students and their forms of study 
are shown inT^ble 6.2. Fewer of the part-time than of the full-time students 
do research .in science; it is difficult ft* anyone who does not work in a 
laboratory to study part time for a research degree 4n science, and manyirf 
these students are using research done for their employers to gain themselves 
a degree- There are two other striking differences between the distributions 
of part-time and full-time students: firstly, substantial' numbers of 
school-teachers follow part-time taught. courses, especially in education, for 
higher degrees and diplomas. Relief in the value of these seems to be'strongej; 
amongst school-teachers than elsewhere, and it is easier, to gain a higher 
degree by a taught course than by research. Secondly, part-time study, is. 
especially common in .medical subjects, where ->nany of the students do. 
research ofrfoflow courses that lead either to a diploma or to no qualification 
' at all. * • 
• • There are substantially-fewer women amongst the parj-time students, in 
•spite of more^of the students ^being in fields in which more women graduate: 

* ^8 J per cent of the part-time compared with r 38.0 per cent of the 
full-time students. Perhaps within the whole field of postgraduate, study the . 

» most important need for\vhich there is too little provisions study facilities 
and finanee'jtQ help women graduates to resume their, cafeers\after raising 
families. \ , * 

REASONS FOR POSTGRADUATE STUDY 

* When graduate students are asked,why they entered postgraduate atudy they 
are likely to stress expressive reasons rather than instrumental ones; they talk 
of feeling drawn to research, and of wanting to take their undergraduate 

' studid? further, and of gaining * knowledge for its own sake. Beyond this, 
research students and those foljowhig the more^academic taught courses part 

* company* from those following courses in applied fields, *of whom* a 
substantial proportion also mention the wish to get a better job and a higher 

' satfary, while those who have had a f>enod iS employment are likely also to 
mention a wish to make better progress in their choseiv career. Part-time 
students' motivation is surprisingly like that of full-time students with, if 
anything, more emphasis oh expressive teasons. A reason for entry to a PhD 
|C obvious that it gets forgotten is that it is expected to lead to a job that will 
(in^he student's view) Well-paid and interesting — preferably university 
. teaching or resaarch. Anjpngst the reasons which, as they are less creditable, 
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are mentioned more rarely than they occur is a tendency to prefer the known 
world of the university to the unknown outside. The wish to cover up a weak 
first degree is mentioned by only a small fraction of those having, such a 
degree. ,PhD students hardly ^ever say that they would like to be called Dr 
instead of Mr. ~ 

The reasons that the universities and their staff put forward for 
providing the more vocational forms of graduate study are clear enough — a 
Masters course in clinical psychology is intended to produce clinical 
psychologists. At the next Jevel, where graduates who already have a 
professionW being given more advanced knowledge and training an a 
section of tteir field v where, for example, civil engineers are being -given 
further knowledge of soil science — the purpose is still cleat-, though one can 
then sometimes question the recruitment to the, course of new graduates 
without work experience. m 

The justification for providing postgraduate education becomes far less 
clear-cut when its vocational application js less likely — for example a 
Mastefs m the- sociology of religion ot a PhD in geography. Then the 
university teacher may talk of the intellectual gains likely to accrue from 
studying — the ability to think clearly, to plan pne's own work and carry it 
out, and* generally, to stand on one's own feet. For the individual teacher, 
there is greater prestige in teaching and supervising graduates than 
^ undergraduates. Those 'who are themselves active researchers get the 
- opportunity to exercise and demonstrate their research - skills in the 
supervision of students' research, and morcchance fo talk about their own s 
research* to graduate students than to undergraduates. Most academics 
regard the advancement of their subject as important, and setting graduate' 
, students to work in it is a way pf advancing it. Also, in some fields, notably 
chemistry, the staff actually do a large part of their research through 
students/ a high proportion of published articles being in the joint names of 
students and their supervisors. s v 

The reasons why the various government agencies provide the finance 
that so largely, shapes graduate study cannot be regarded as totally 
independent of the reasons why Academics want to have graduate students; 
through their share k of the membership of the UGC and the research 
councils, and of the sub-committees of these bodies, academics Rarticip^te in * 
the decisions oh this. The k$y considerations, however,* are those arguments 
that actually persuade the Treasury to disburse funds. In the late fifties and • 
•the sixties an important argument was the need to_produce teachers for the 
expansion of the. universities. In .science and. the social sciences, and 
especially the more applifed fields„arguments were also based on the needs of 
other employers for graduates who are trained in research and/or iiAthose 
# advanced and highly specialised branches of subjects that cannot b$ covered 
in the uhdergraduate syllabus. (There is often confusion between a nbr^iative ' 
•sense of nedfl, meaning that employers ought to use them/ and a 
market-place definition based on employers; Wishes and intentions *s 
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expressed jn hiring graduates.) One finds occasional references to q^npower 
planning. Also there are, references ffonnime to time to Britain's need for 
pure scientists (who, it is argued, can be produced only by the universities), 
based on the argument that developments in applied* science and technplogy 
spring from 'the progress of pure science. More rarely, it 4s argued^ that 
research done by 'research students contributes 4 to the development of 
academic disciplines. . •* 

Certain counter -arguments 'can also be found* In 19%6 the Interim 
' * Report of the-Swann Committee (Committee on Manpower Resources ,1966)^ 
drew attention to tbe relatively small share of t(he graduates with first class^ 
Honours in science. and,technology who went kno industry and the schools, 
and to tKe' role of graduate study in bringirife th& about. It alao said *.« .* 
patterns have been set .and the expectations raised of careers* in research 
which are unlikely to be satisfied in this country.' In 1967 and again in 1972 
the UGC called tin the universities to slow down the rate of growth in 
m postgraduate study, on the grounds that priority should be given to 
undergraduates, the Robbins figures for postgraduates had been exceeded, 
the numbers staying on were more than the country could afford, and there 
would in future be less nefed for ijew university teachers (see also Rudd and 
Hatch 1968).. ^ " 

Since 1072 the rate of growth in government expenditure, not only on 
higher education expansion but $sox>n research, has been, hlj increasingly 
severely, implying .that the arguments* for ever 'increasing numbers of 
graduate students are now less convincing. * * 

Employers' views on the value of postgraduate study vary widely. They 
are frequently mere opinions, no objective assessment of its vahie within the 
firm having bfeen made t . Adtions are more important than expressions of 
v opinion, and so to look at this issue properly requires a study , of the 
filhctions, career patfis, salaries, etc. wrthin a large number of firms* of 
people with varying qualifications. This has not yet been done, but in the 
, , meantime there is some evidence from salary data. 

'In our 1966 v study of graduates wljo entered postgraduate study in. 1957 
(Rudd and Hatch 1968, Ch. 6) we found that ^here it could be expected that 

• a PhD would be most valued — In scientific research and technological 
development r— industry put scarcely any more monetary Value on a PhD 
than'On a Masters plus two extra y^ars experience in, employment. More 

s recently, the Department of Employment's 1977 survey of 1970 graduates 
(Williamson JJ98J) indicates that^orv average each ex^ra year ofj) 
' . study, coupled Qf course v with one fewer year's experience in employment, 
, produces a reduction in salary. Over a surprisingly wide r^nge of specialities, 
and types of work and employer, graduates who have done no postgraduate 

* study are paid m6te than PhQs. Masters degrees are sometimes in an 
intermediate position, though in a few fjeltfs, notably engineering, they do 
command a premium. It is clear that a high proportion of employers put 

^ O m0rC Va ' U ^ ° n y6arS ^^V 611 ** 10 * in employ™ 611 ^ than on years of full-time 
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. This finding implies either that postgraduate students are not seeking a 
higher salary.through their studies, or that they^are ignorant of the effefct of 
these studies on their likely iricomds. Both explanations could be partly true. 
As data on the incomes of graduates with higher degrees have not been easy 
to find, it would^e surprising if students knew precisely what income they 
could expect- though they have probably been aware that the occupations 
recruiting PhDs are not amongst the best paid. However,' students enter 
graduate study more for expressive than for instrumental reasons; they see 
themselves as chodsingjo enjoy being what they find most: interesting f or a* 
few years before getting down to the serious business of earning a living. In as 
, far as they are looking to a future career, their concern is. to find a way into 
work they will enjoy rather than'that which pays well. • 

PO$T-EXPERIENCE STUDY * 

Certain forms of graduate rtudy mu$t follow immediately after the firs^ 
degree a mathematics graduate who wishes to be a 'statistician needs? 
immediately to gain a Masters in statistics. Other's come best after a gap —.a 
.new graduate should not need an up-dating course. Others, again, may be 
taken either immediately on graduation or after a gap; in fnany of these cases 
a gap allowsjhe graduate a better opportunity of deciding more precisely in 
what he Wishes to specialize. Although a^ap may be desirable, graduates 
rarely return to the university or polytechnic as full-time students; both 
employers land employees are generally opposed to the idea. For the 
employee, full-time study can mean not only a year's separation from his 
home and family, but also thd risk of being left* behind in the race for 
promotion. The employer is often unwilling to lose the services pf a useful 
employee for a whole year. Both believe that there is too mftch academic and 
theoretical 'content in many courses to meet their needs. 
; A way round some of these difficulties might be thought to be part-time 
study.,However, the recent surveys* for the $g£ fcave thrown doubt on the 
vocational usefulness 0 f par t,time study for^a Masters or PhD. A few (very 
few) emptoyers use Masters courses for graduate trainees. A tiny percentage , 
of tf« .other students art. sent to study by their firms. Most, however, are 
studying with the consent of their employers, .or at least a lack of opposition,, 
rather than at their employer's instance; and the reasons they give for 
studying are, agafin, expressive rather than instrumental — only a minority 
say that their decision to study was influenced to the slightest extent by 
vocational considerations. 

The-kind of postgraduate study of which both employers and employees 
do approveirthe*sfiort full-time course lasting from a week-end to three or , . 
even six mqnths, hut generally about a week. In science and technology the 
number of these is booming. They generally cover a narrow field of 

*See above. * * 
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knowledge or a particular technique or skill. They can be fairly quickly 
arranged, with a minimum of academic red tape, so they can be usecf to put 
over the latest research results. They enable the student to acquire precisely 
the amount of knowledg^he needs, without having to cover extraneous 
material; there is, after all, no reason why the natural module for knowledge 
should be the quantity that can be absorbed in an academic year. And, in 
particular, they do not require the student -to be away from home or work for 
a long period. A succession of such courses, taken over a number.of years, 
^can sometifties form the study period for a Masters degree. Our recent 
surveys found that 88 per cent of the short full-time and 66 per cent of the 
short part-time courses were in polytechnics and Scottish colleges. Nine 
universities provided ovfer 70 pqr cent of the short full-time courses. 

> Tfie main gap here is in the dissemination of information about what is 
available, which at present generally takes place in a rather- r^fricted way. 
As the interval of time between the course being arranged And being held is 
often quite short, and many of the courses are never repeated, or are 
repeated only once, or twice, any general listing would have to appear at 
frequent intervals. , N 

SELECTION OF STUDENTS 

More attention has recently been paid to the success rates of graduate 
students, which are low, especially in the arts and social studies. In science 
and engineering they are, lower in the polytechnics than the universities. 
Many of the" issues here lie. outside the scope of nhis book; but the 
question of selection is relevant. At present, selectors for places in graduate 
study and for* studentships make little effort, and in any case lack the 
means, to discover whether the student has any aptitude for or any strong 
motivation towards research — there is a research element in most higher 
degrees. It is simply hot enough to assume that anyone with a good first 
degree will make a good graduate 'student. 

CONCLUSIONS 

Though the forms which postgraduate study and research take are many and 
various, for overall policy it makes sense to regard them, across subject 
boundaries, as coming into three groups: 

(a) Those essential to-a^ graduate who wishes to enter a specific 
occupation — . eg social work, or university teaching. Even allowing for 
human inability to foresee the future accurately, it ought to be possible to 
predict the likely vacancies in the chosen occupation sufficiently well to base 
numbers of home students on manpower projections. 

(b) Those related to the joty and best studied after an interval. Here 
there seem to be strong reasons to encourage the continued expansion of 
short full-time post-experience courses, which have the flexibility to meet the 
changing needs of.both employers and employees* These courses are largely 
self-financing, but there are needs for relatively small amounts of finance to 
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;set up arrangements for circulatiitg information about them and perhaps to 
overcome various impediments to their expansion, such as 'the lack of 
residential accommodation appropriate to the kinds of students attending. 
There is also -a case for exploring the combination of some short full-time 
courses with an element of distance learning. 

(c) Other courses and fogns of study. These are by definition less 
vocational. Often it is nofthat they are irrelevant to any vocation but that 
they are not relevant to any one specific vocation or are relevant to vocations 
ilk,, which the students can have little realistic expectation of finding 
employment. They include most PhDs as well as non-vocational Masters 
degrees. Most of these courses, and forms of study are oft so little value to 
employers that ttifcy would prefer their staff not to have followed them; and if 
the return on investment were the sole criterion deciding the numbers of 
students, there would be very few entering for or given grants for these higher 
degrees. > - * 

There are, however, other arguments for such study. One is that 
through it Britain is able to make a contribution to the advancementW 
science and international scholarship. Another is that, by giving select* 
graduates an enjoyable educational experience, it adds to the quality of hi 
and the quality of our civilization. Graduate students, like art galleries,^ 
opera and orchestras, are something that a wealthy country, and we are still a 
wealthy country, ought to be able to afford. But there is nothing in this 
argument that tells us how many. * 

* 
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' OVERSEAS SJUDENTS V 
* ' ' by Maureen Woodhall 



INTRODUCTION by Oliver Fultm 

In many respects, overseas students constitute an even more special case for 
demand and access pdicies than do postgraduates. Here at least, the argu- 
ments in favour of total 'nationality-blindness* in selection and ad\ 
are fairly weak, while 'the case for policies which differentiate both between 
Home and overseas students and among foreign nationals is quite convmcing. 
(This is not td say that it is onesided: there are good arguments both for 
positive and for negative discrimination*) The possible lines of argument are 
laid out very clearly by Maureen Woodhall (below), and at greater length in 
Williams (1981); it is not necessary to anticipate or to retrace them here. 
Man} of them? in any case, fange well outside the primary area of concern of 
thisbook, into problems not only of foreign policy, overseas aid and foreign 
trade, but also (for example) of the international labour market, the research 
and teaching process and soon. 

x However, this if not an adequate reason to dismiss overseas student 
policies as irrelevant to dar more general concerns. For one thing, home and 
overseas demand are interdependent. Tnsome institutions the recruitment of 
large numbers of overseas students has ensured the viability of courses which 
might otherwise have been too jmalfto sustain: as a result, drastic reductions 
in overseas numbers as a, result • of high fees could well reduce the 
opportunities available to home students. (Whether recruiting Overseas 
Students at subsidized rates is the most desirable or efficient way of 
sustaining, diversity is another matter.) 

• The changeover to 'full-costf fees in 1980, 'whatever its possible 
economic or other justification, was widely, and quite fairly, interpreted as a 
policy not only for dealing with the foreign student 'problem' but also for 
modifying the behaviour pf British institutions. A major attraction to % 
government was that it served the Jmple financial purpose of reducing the % 
cash support for higher education without altering (oh paper) its support for 
British students. But given the competitive international market and the 
sudden huge increase in fees *wfiich was required, the effect has; not 
unexpectedly, been less straightforward. The Robbins Committee scarcely 
distinguished between hdme and overseas students; and during the 1960s the 
principle* of response to demand was generally applied to both without 
distinction. The introduction first of quotas and then . of differential fees is 
the only experience we yet have of central government interference with thdt 
principle, ami it should be. possible to learn from it. 4 
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One lesson which might be drawn concerns the'process of policy change. 
The Conservative government was widely criticized in 1980 */ar. the 
abruptness with which the change to full-cost fees was introduced, and far 
the lack of consultation which preceded it. However, there had been frequent 
warnings to higher education institutions (from governments of both political 
-parties) since the late 1950s, in effect inviting them to develop their own 
alternative policies, and these had largely been disregarded. The principle 
of differential fees and the introduction of quotas had already been accepted, * 
if reluctantly, some years earlier. Much of the indignation was not really 
about the new principle but its financial implications. Nevertheless, the 
policy was introduced with great suddenness, and without adequate 
consideration ofi(s implications for any of the rar\ge of issues spelled out by 
Woodhall. On the otter hand, the consequence turned out to be a searching 
examination of the issues, with reports from two House of Commons Select 
Committees and a definitive review df evidence and^analysis of the issues 
sponspred by the Overseas Students Trust (Williams 1981). Whether the 
politer democratic processes of 'consultation 9 before the event would have 
produced such a wide-ranging examination is an interesting question. It also 
remains to^be sten what use' will be made of the criticisms and proposals 
which have resulted frbmju 

The second lesson is substantive, not methodological. The governing 
principle for the supply places for overseas students is now a market 
principle, modified and limited by a very wide range of policy considerations. 
Jn effect, ynd with important differences (notably the lowJevel of state 
subsidy) this is an extreme case df an experiment with the kind of policy 
alternatives proposed in Chapter 1. It will provide a test, therefore,' both of 
how British higher education resportds to marfof pressures; and of whether 
the multiple criteria for subsidy proposed by Williams (see below) can 
actually be translated into effective principles of financial support.* As an 
experiment in modifying the behaviour of institutions and of central 
government it will be worth watching. * 

7 

THE OVERSEAS STUDENT QUESTION *T»< 
Thftughout the world there are now e$tin9£d to be approximately one 
million students taking part in higher education in a forpign country/ The 
number has quadrupled since 1960, when, there were about 240,000 foreign 
students studying outside their qwn country. This world-wide growth in 
demand for foreign study has caused a number of problems in some 
countries, and the question of access to higher cducati6n for students from 
overseas is being actively studied or discussed in a number of countries as 
.well as in Britain. At Resent, foreign students are heavily concentrated in* 
five countries:*the USA, Canada, France, Germany and the UK. These five 
countries take approximately 60 per cent of all foreign students and thus 
have been most affected by the rapid increase in demand, but in recent years 
other countries have also become concerned about the increase in foreign 
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students^ and have introduced cm- strengthened Measures to limit foreign 
student,admissiohs, either through numerical restrictions, such*as quotas, or 
through imposing or^ increasing tuition fees. The question of admissions 
pdicy for .over seas students has therefore, become a major issue in a number 
of countries^ and 1980 and 1981 have seen various national conferences, 
commissions or research studies on. the subject, which have served to 
emphasize thfc need for governments to adopt coherent policies towards 
foreign students, rather than rely on ad hoc measures to control access to 
higher education. * , 

In Britain, die* number of foreign "students in all forms of higher 
education trebled between 1958/ when, there were 42,000 and 1978, , when 
there were 120,000 _(I«*Je 7.1). In universities the number of overseas^ 
students more- than doubled between 1968 and 1978, and in the same period 
the numbers in all publicly financed higher or further education almost^ 
trebled. The result of this- rapid expansion is that in 1978-9 overseas students' 
accounted for over eleven per cent of all students in* higher education, 
compared with only 5.6 per cent in 197 1 . This very rapid increase in overseas 
♦student numbers gave rise tb mounting confcern in Britain in the 1970s. At 
the same .time, in other countries too, there was a growing recognition that 
the admission of foreign students should be controlled in sane \vay. This 
reflected two concerns about the cost of subsidizing overseas students and 
also about the appropriate balance between hone and foreign students. In 
some countries restrictions on the admission of foreign students have been 
introduced to order to prevent home students from being virtually swamped 
by foreign students, particularly in certain faculties. For example, both 
Austria and Switzerland have intrcBuced strict, numerical quotas because in 
the 1960s foreign students accounted for more Jthan twenty per cent of all 
students in higher education and the introduction of humerus clausus' 
policies in neighbouring countries caused a sharp increase in the number of 
foreign student applications in the early 1970s. As a resuk of these measures 
•the proportion has fallefttbten per cent in Austria, but is still around twenty 
per cent in Switzerland. Numerical quotas governing the admission of 
foreign students now exist in Denmark, Germany, the Netherlands and 
.Sweden, and a number of restrictions were introduced in France in 1979. 

In Britain, the government has adopted the alternative policy of * 
controlling foreign student admission through differential fees, partly 
because it was believed that a policy of-riumerical quotas, introduced by the 
Labour government in 1976, had failed to stem the tide of rapidly increasing 
numbers, and partly because the costs of subsidizing overseas students were 
seen as a major problem by the Conservative government in 1979. Tl\e 
Robbins Committee estimated the costs of subsidizing overseas students as 
,££m in*1963. By 1979 this had jisen, acc&rding to Treasury estimates, to 
£102m for higher education and a further £25m for non-advanced further 
education. Thus, the policy df 'full-cost fees', introduced in 1980, when 
universities were Required to charge a minimum of £2,000 a year for arts 
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TABLE 7.1 

Overseas students in Britain 1950-1978 



Universities 



Other advanced 
'higher education 
(polytechnics, 
colleges of 
education and 
other HE and FE 
establishments) 



Total 

higher 

education 



Non>advanced 
further education 
(polytechnics arid 
other HE and FE 
establishments) 



Totd s Wivate 

publicly * * sector „ 

financed ' institutions 

HE and FE * 



1950-51 
' 1958-59 


8242 

10672 _ 




1963&4 


14814 


7028 


1968^9 


15975 


■ 5554 


■ 1973-74 


25318 


,9755 


1976-77 


,34454 


21473 


• 1977-78 


-35888 


22675 


1978-79 


37140 


22485 



_ 10441 
21042 
21529 
35073 
55927 
58563 / 
59625 ' 



.4258 



10425 
8744 
18091 
26847 



27154 



J* 



Source , 

British Council Statistics of Overseas Students in Britain, Annual Reports. 
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20987 


42100 


■ 31467 


32702 


64169 


30273 


•39546 ' 


69819 


53164 


420.45 


'95209, 


82774 


42168 


124942" 


86107 


< 37652 


123759 


' 86779 


'32780 
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courses, £3,000 for science and engineering and £5,000 for medicine, 
dentistryand veterinary sciencfe, 4 was primarily designed to reduce the cost of 
the public subsidy of overseas students. 



TABLE 7.2 

Proportion of oversei students in UK higher education 



% f 



• •» . • • •> 


Total 
enrolment 


No. of 

overseas 

students 


Proportion of 
overseas students 




(000s) 


— * — 

(000s) 


(per cent) 


, 1971-2*^ 


464 


26 


5.6 


1972-3 . . 


473 . 


30 


6.3 


19734 


481 


34 




1974-5 


487 


40 


8.2 


1975-6 


505 


48 


9.5 


1976-7 i 


515 


55 - 


10.7 


1977-8 ' • 


' 509 


57 


.11.1 


1978-9 


508 


58 •' 


J 1.4 


1979-80 (provisional) 


' 509 


56 





This policy was challenged on two main grounds. First, that the 
government had ^miscalculated the costs,of subsidizing ovelrseas students, by 
* looking only,at crude figures of average costs of educating overseas students, 
and secondly that it Med to take account of the economic benefits derived 
by the 'British economy from the presence of overseas students. These 
questions were examined in a study, by Blaug et al./of the economic costs 
and benefits of overseas students, which was punished, togetka? with a 
« number of studies of the wider implications of lfriti$h pdicy-o^overseas 
students, in Spring 1981 by the Overseas Students Trust (Williams 1981). 
T „ » It is extremely difficult to measure precisely either the costs or the 
benefits of overseas students. It is certainly trutf that the marginal costs of 
— . enrolling additiofiSIHttidents are usually lower than average costs in higher 
education; in arts and social science marginal costs are probably about half 
average costs, and in science and engineering about two-thirds (Vfcttry and 
. Davies 1976). However. -overseas students are heavily concentrated in "the 
most expensive subject areas, iftunely postgraduate courses io science and 
engineering where both average and>* marginal costs ^are well above the 
average for all British higher education. Thus Blaug estimates tljat in 
1979-80 the total marginal costs o£ gverseas students in all pubHc sector 
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highenind further education were jE266m. On the other hand, it is clear that 
a reduction in the number of overseas sftfdqnts wilf not bring about marginal 
savings equivalent to the^ marginal costs* of enrolling additional students, at 
le^t in the sjiort run. Tfyus, it remains to be seen how much saving of public 
funds will arise as a result of the new policy on 'fuH-eret fees,' htd at the 
, sanie time it must toe admitted that the so-called 'fiifccost fees' do not 
represent the actual costs of different courses, since they are based on crude 
estimates of average costs, rather than actual marginal costs, which vary 
considerably between' institutions. 

* However, the cost of subsidizing overseas students must be seen ip< 
relation to. the benefits they bring. It is even more difficult to pleasure these 
'in monetary terms, but there are a whole range of possible benefits which 
'have been reccfcnized, tdthough not measured. Peter Williams, in 4iis 
introduction to TheOvirseas Student Question (Williams 1981) suggests the' ; 
following list of British interests and pbligations to be taken into account 
in formulating a policy on overseas students: ^ 
'(AX^Jritishf interests 

(1) Educational t 
« (i) Attracting bright scholars; 

t 4 (ii)^ Value of international element in educational institutions ; 
. (iii) Research output of overseas students; 
• (iv) Reciprocal access for British scholars to overseas institu- 
tions. 

(2) Economic 
, . (i) Spending on goods and services; 

(ii) Balance ^payments; * 

(iii) Futurg^export orders for goods and services. 

(3) Political ' 
(i) • Direct influence and goodwill towards Britain; •> \ 

8 (ii) Promotion of democratic values. 4 $ 
(B) British obligations 
0 (1) Formal obligations % 

(i) Treaty obligations^/ * ' 

(ii) Cultural exchange agreements; 

(iii) Pledges under international schemes of cooperation. 
(2) Informal responsibilities / 

(i) Assistance to developing countries; * 

(ii) Countries educatiwially dependent on Britain; 

(iii) Students already on course; J / 

(iv) Refugees/ • ' * y. 
The presence of overseas students does bring a number of benefits, but 

unfortunately it is impossible to quantify them in any precise way. For 
example, it is often sugrated that one of the main economic benefits gained 
from the presence of owrseas students in Britain is a stimulus to trade, and 
^an inquiry in 1980 by the Overseas Students Trust produced many very 

ERIC * / " 



1?8 ** * . ACCESS TO HIGHER EDUCATION . 

positive statements from representatives of about fifty major British 
exporting companies about the links between trade ancteducation or training 
in Britain. However it has proved quite impossible to measjure the extent of 
the impact of pverseas'study.on future exports or other commercial interests, 
and Blaugtin Williams 1981) concludes: There is some connection- between 
exports and pverseas. students mit we refuse to indulge in spurious precision 
by assigning a number to the connection.' ' ' % V 

One attempt to quantify the economic benefits, by the London 
Conference' on' overseas students in 1979, estimated* that the benefits 
exceeded'the cotfs of^iibstdizing overseas students, but Blaug questioned 
both ^^assumptions and the method of calculation that produced this 
estimate anjL concluded that^p 1978-9 the net costs of overseas students 
exceed their economic benefits! 9 »■ * z /* 

This does.ndt mean that it is in the British interest to'discourage 
overseas students, but simply that a large-scale subsidy of overseas, students 
cannot be justified on purely economic -grounds. There are, of course, other 
grounds for encouraging or subsidizing foreign students. The subsidy can be 
regarded as a special f<?rm>of foreign aid, or as a way of promoting British 
political interests or achieving other objectives of foreign policy. William 
Wallace, in a discussion of th6 foreign policy implications of 'overseas 
stucjens in Britain (Williams 1981) argues that: % 

'Policy .towards overseas students, and expenditure incurred under 'that 
policy, can make at best only a marginal contribution to the 
achievement of foreign policy objectives. . . . But<much politics^ muph 
commerce and much'more diplomacy, is a matter of. margins." 
He suggests thaf expenditure on subsidizing overseas students should be 
regarded as an element within the external relations budget, rather than 
within the education budget, ancTfyat then Ht is for ministers to decide how 
faf the intangible benefits gained justify the expenditure/ - v 

'Apart from general questions ot foreign policy, it is 'clear that two 
important issues in any consideration of policy towards overseas students-are 
the needs of developing countries and the significance of expenditure cm 
subsidizing overseas students in the overall foreign aid budget. About eighty 
per cent of overseas students come frpm developing countriesr^nd in the past,, 
subsidized fees have been a -significant form- of financial assistance for* 
them. But a system of Subsidized fees involves an indiscriminate "Subsidy, 
equally . a vailable^to att overseas students, regardless *of origin, and* not 
confined to developing countries. In fact in recent years there has been a shift 
In overseas student ijiimbers away from the poorer commonwealth countries, 
in favour , of richer countries, particularly the oil producers, "table 7.3 shows 
the changes that have occured since 1969 in the origins of overseas students. 
One advantage of a policy of full-cost, fees for overseas students is that it is 
possible to link it with a policy of selective aid which channels assistance 
where it is judged to be most needed. However, one of the problems with the 
introduction of full-cost fees in 1980 was that it was not so linked/ The 
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. Pakistan 




Nigeria 
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Iran 
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Canada 
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1974-75 



Source 

* British CtoracilSteto/to^O^rsoK 



1 Malaysia 
* 2 Iran ' 
< 3 Nigeria ^ 

4 'USA | 

5 'Hong Kong " 
' 6 Greece * 

- 7 'Kenya . 
8' Cyprus* • 

9 - India 
lp Sri Lanka.; 
11 Pakistan * 
^12 Iraq,/ , 

13 .Turkey 

14 Canada * 
* 15, Singapore 



- 7,010 

* 15,222 , 

• 3,248 

42,735 • 
1,946 

. 1,881 
, 1,659 , 
1,311 

• AM 

. 1,097 ■ 
1,010 



1978-79 



1 Malaysia 

2 . Iran 

3 Nigeria 

4 . Hong Kong 

5 USA - • 

6 GrSejbe * 
* 7 ^ Iraq' 

S ~ Sri Lanka^ 

9 Jordan 
10. Singapore 
11 /"Cyprus - 
^ 12 * Rhodesia 

13 Turkey • 

14 Kenya 

tS 'iridia* ' 

Canada 
17, Germany t 
t8 Libyan '* 
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^ , govcpunent now appears to beHconvinced^opdie value of selective aid, and in 
w * ah answer to a paHiamentary question m May J98lAMr Mark Carlisle, 
\ 4 Secretary of State for Education', said:' 'My basic criticism of the plan that we 1 - 
^inherited is that it did not attempt to discriminate' in* any way in the 
assistance giv^n. If and when resources become available, we Should be more 
discriminating in the aid that we give' (iyportpd in Times Higher Education 
Supplement 22 May 1981). ' * 

If such a policy is to be adopted, it raises the question of the basis for 
9 discrimination. liiealty, any system of selectivexaid should take account of . 
both British interests ,and British obligations. At present, the ^government 
provides selective subsidies in the foftn of reduced fees, or financial 
i assistance in the form df scholarships to the following groups of students. 

i t~ Students from member countries of the European community, who 
pay thcsame fees as British' students.. 
, ii " Refugee students who also pay 'home' rates, of tuition* fees. - 
Hi, Students admitted to British ihstitutions under full reciprocal 

exefiange schemes. ^ 
iv A small number of postgraduate students who receive postgraduate 
, , , research scholarships designed td attract overseas students of high 
% * research calibre. % 

J v A small'number of students who receive scholarships provide by 

theOI^A. i . 

vi Stutfenfr already enrolfecl on courses prior to October 1980. 
. Apart from these categories,* all overseas students must now pay 

-f 'full-cost fees', with considerable differentials introduced fqr the first lime' 
V between (Afferent subjects, which meant that sape students who enrolled in 
j 1980 paid' fees four hundred per cent higher than overseas students taking f * 
similar courses in 1979. A full assessment of the impact of the fee increase is 
not yet possible, but in 1980, on the basis of an analysis of the effects of 
p previous fee increases, Mark Blaug and Richard Layard predicted that the 
• ^overseas student numbers would decline by about ten percent in universities 
in 1980-81 and by more thereafter, and that the reduction would be greater, 
in polytechnics and noij-a<Jvinced further "education (Williams 1981)/ 
Preliminary information available early in 1981 ^broadly confirmed these 
. ? predictions, and suggested that adrpissions In 1981 would be at least a third • 

lower than in 1980. ♦ * * 

The impact in individual institutions and departments will in seme cases 
be much mpre marked.* Overseas students have tended, in the past, to be • 
heavily concentrated in Certain geogragjiical and' subject areas. In 1979 
Overseas students represejiteV §evenj»-j>£r cent of all undergraduates but 
thirty-six pef cent<if all ( postgr^atfe/inrsome universities and pdytecjinics 
ovcrse© students in 1978-9 accounted for more thpn a third of all students 
• bu^only about tljree per cent in some Other insertions. A^ujvey of overseas : 
students in 1980 revealeil that they were heavily concentrated iiLscience, 
* engineering and technology courses, apd that 'more than hajfjrf all the 
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postgraduate students were taking courses in whiph overseas Students 
outniimbered^British students (Blaug and Woodhall in Williams 1981). In 
the case of.some postgraduate courses, more than three-quarters of the 
students were from overseas*, which means that a fall of forty, to fifty per cent 
in overseas student numbers might make it impossible for such<cdurses to 
continue. 

In the future, therefore, policy on admission of oyerseas students must~ 
take into account the possible effects of reductions in overseas student 
numbers on the viability of courses, and therefore on opportunities for 
British students, and also on the balance between* home sfnd overseas 
students in different institutions and courses. ~ . 

Recent experience and debate on overseas stbdent policy and 
particularly the introduction of 'full-cost fees', has served to emphasize that 
pdicy fyi admissions and iff particular the question of selective financial 
•assistance for overseas students, must take account of many different issues 
and objectives. At preseift, the Overseas Students Trust is embarking on a^ 
study of the possible implications of various options, which could form the 
.basis of a policy of selective scholarship assistance. The present government 
hjis offered help and assistanccwith this pcoject, although no funds, and the 
Foreign^nd Commonwealth Office has promised to co-operate, and provide- 
any neCfesa^y information. However, before selective programmes can be 
introduced there must be agreement about the criteria for awarding 
scholarships or fee remissions. Financiafassistance could be awarded on the 
basis^of a combination of any of the following criteria. ^ 

1 The academic quality of overseas students. V 

2 The needs of sending countries, particularly developing<countries. • 

3 The balance between different countries of origin. 

4 /The balance between home and overseas students in different 

courses or institutions. 
4 5 4 The financial means of individual students, which are by no means 
identical with the state of development of the country of origin. 

6 Possible links witti British trade or other commercial interests, 

7 Historical or other obligations. - 

In the past, some of these issues have been largely ignored, as overseas 
student numbers increased in response to outside pressures rather than an 
assessment of priorities. A policy of 'full-cost, fees Combined with selective , 
assistance for certain overseas students can provide the means ofnleyetoping - 
a coherent policy, based on specific criteria, for the future. Beforetfiis can be cc 
developed, however, there-must be informed debate about what thesi criteria" * 
aj^d priorities should be. % 9 
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The aim of the Society for Research into Higher Education is to encouraged 
and coordinate research into all aspects of further and higher education. Its 
corporate members are universities, ooltfechnics, colleges of ,edbcation, 
educational organizations, research institutes and government bodies. Its 
individual members are teachers and researchers, administrators and 
students. Its membership extends to all parts of the world. ^ 

The Society's regionaj^id national meetings and conferences bring the 
jurtfy^yad higher ediiMion , fraternity ^ together to c^sciiss research 
(*ji^U^^methcxit and findings* Wdrking parties develpp research/ 
- : : ^p«;gh reports and njohographs are published, providing a good 



circulgtlOT'of specialized information and debate. These Tire available to ' 
memfeerS at a reduced rate. 0 

Research infoiH'fghekEducation Abstracts are.issued three times a year 
and are free to meri&ers,.as are the Society's annual conference papers. £n 
arrangement with the National Foundation for Educational Research brings^ 
SRHE members a discount ^n their Register of Edt^ati&nal Research. ^ 

Ahnual subscriptions October ^81 - September 1982 ' l~ 

r ' Student* and retired persons . £ 10,00 K * # 
Individual • , .£ 23.00\ 

t Corpora^, for institutions with: , • 1 

Fewer than 1G(J0 Students £ 60.0b > * 
W0O-30G6 students . P 90.00' 

* More than 3000 students . \ % £130.00 -* ' 



Further information may be.obtained from the Administrator, The Society 
for Research into Higher Education/'The University, Guildford, Surrey 
GU2 5XH. \ * i , /, ' 
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